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ABSTRACT. 
The research compared the views of a sample of 
Scottish comprehensive-school pupils and _a sample of stud·ents 
training to become seconda_ry-school teachers in two Scottish 
Colieges of Education on the two subjects: "The Characteristics of 
A Good Teacher" and "The Purpose of School". 
Essays on the two topics were collected from a sample 
of pupils in three comprehensive schools in central sc·otland. The 
essays were unitized into statements, and two category-systems were 
developed to code them. Statements on both t·opics were also 
obtained from a small sample of student-teachers to ensure that the 
universe of statements derived from the essays was truly eXhaustive. 
The statements made most frequently .by pupils were 
included in a two-part questionnaire; care was taken to ensure that 
the views of al·l the sub-groups of the pupil sample were properly 
represented. 
The questionnaire was administered to a. sample of.pupils 
and student-teachers. The method of completion was devised py the 
researcher to facilitate the selection of a small group of state-
ments to.be ranked from an initially large number of statements. 
This process involved progressive stages of elimination by means 
of "collapsing" four lists of statements to form two, and ,finally 
one. 
Six alternative forms of the questionnaire were 
constructed, to avoid bias arising from the statements' order of 
presentation. The four lists on both sections of the·questionnaire 
were also balanced by the seeding of statements across the lists 
according to their estimated appeal to respondents, and by the 
equal distribution of statements.referring to particular areas, 
(eg. the teacher's discipline). 
The results revealed major disagreement .between 
students'.· and pupils' views on' the purpose of school, but closer 
agreement on the characteristics of a good teacher. 
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CHAPTER 1. 
AN OUTLINE of THE RESEARCH. 
The Background to the Research 
The Hypothesis and Rationale 
The Aims of the Research 
A Broad Outline of Methodology 
Some Implications of the Research. 
1 
The research described in this thesis \·laS prompted by 
much discussion with members of the staff, (ranging from Assistant 
Heads to probationers), and pupils of a. comprehensive secondery 
school (roll 1100) in the Central Belt of Scotland in which the 
researcher taught for 2~ yeers. 
Consideration was also taken in the formulation of the 
hypothesis of the responses made by teaching colleagues in this 
school to a preliminary paper on the subject: "the role-conflict 
of the probationer tea.cher, 11 (a copy of \Y'hich is to be found in 
Appendix I), which vras v1ri tten by the resee.rcher and offered to 
members of staff for individual comments. Around one quarter (or 
20) of the teaching stB.ff. were kind enough to supply open-ended 
responses to this paper, and a selection of their replies, which 
proved to be of great assistance in deciding the precise e.rea of 
research, is given below. In support of exploratory work of this 
type, Goode and Hatt(i) have commented that such an approach is 
both valuable and necessary es a. preliminary to research when the 
people whose opinions are canvas1:ea are those, "who have most 
intimately experienced the social behaviour being studied, 11 as we.s 
the case with the teachers a.nd pupils mentioned above. 
The Null Hypothesis arrived at was: 
"Responses to a. questionnaire will sho,.,r no statistically 
significant differences between the opinions held by 
comprehensive secondary-school pupils end students vrho 
are training to become seconda.ry-school teachers, on 
the subjects: 'The Characteristics of A Good Teacher' 
and 'The'Purpose of School.' 11 
In fact, the preliminary discussions with staff and 
pupils, and staff responses to the role-conflict paper, suggested 
that there might in fact be major differences between the opinions 
of these t'w g-roups on the subjects in question. The following 
are:;uments emerged at this early stage from the discussions: 
a.) That the majority of pupils, regard1ess·of age and e.bility, 
1 • 
will have internalized the view of the school as a socializing 
and allocating agency. They believe this role to be fair, and 
to be the main "purpose of school." (That is, the school serves 
an allocating function) •. Pupils thus consider that schools 
pr.epare them for their future adult occupational role and status. 
W.J. Goode and P.K. Hatt, Methods in Social Research. 
(New York: McGraw- Hill. 1952) p. 136 
2 
b) That as a result of a), the majority of pupils vievT the school 
as a place to \vhich they go to be taught. They vTish to do C?S 
well as possible in the "competi tionu, and will prefer tea,chers 
who are keen to transmit their subject-matter, and who do so 
effectively. Since, under the compulsory education system, the 
teacher's discipline in the classroom is a prerequisite for 
effective transmission of subject-matter, pupils will prefer 
those teachers who have a good "classroom control." PulJils thus 
have a set of expectations regarding teachers' behaviour. This 
may be termed a "role-expectation.": 
"Discipline is vi tal." 
(Female Home Economics teacher; middle-aged). 
"(The teacher) should be in control but not overly 
aggressive or strict in order to achieve this • 
••• The difficulty comes in getting enough control over 
a class to {Set on with everything else." 
(Female probationary English teacher; eC?.rly twenties). 
" ••• children do come to school to be taught • 
••• There is no doubt that pupils prefer to be 
doing something constructive •••• 11 
(Female teacher of History; early 30s). 
If points a) and b) are correct, then the "discipline uroblem'' 
that exists in schools would appear to be anomalous. It is not 
necessarily so, however. For a discussion of this ~oint, see 
Chapter 3 and Appendix I. 
c) That although pupils, as it has been argued, have been 
socialized into accepting the allocating role of the school, 
often the idealistic student or probationer teacher does riot 
agree vli th this view. His or her vievi of the teacher's role IllC?.y 
be idealized, based on theory and 11 brief encounters" Hith pupils 
on teaching-practice. It must be realised that the duties, 
responsibilities, and behaviour expected of a student-teacher 
are very different from those expected of a qualified, full-
time teacher. 
Thus the nevT teacher or student '-'!ill often not ulay his 
role as pupils expect him to. He may play his role ('l_ccording to 
his own concept of "teacher11 , and he may believe that this role-
performance accords- v1i th the expectc:,tions of his lJUpils, but 
he is often mistaken. 
In pa.rticular, a novice teacher often believes that his 
pupils are interested urima,rily in his ovm personality; (this 
3 
view may be in part a reflection of his ovm :personeli ty needs). 
It has been argued here, however, thc>.t the pupils ·ere 
predominantly concerned with his skill es a tea.cher and an 
educator, and thus ivi th his 2 bili ty to maintain control in the 
classroom. They require a certain conformity of behaviour from 
the tee.cher. 
Comments from staff in response to the peper on role-conflict 
illustrate this point: 
"Teachers should ••• be aware that pupils expect a 
certain conformity in speech, mc>nner and dress." 
(Female Assistant-Head). 
tr ••• a. teacher \·Jho does not do wha. t the children vTant 
of him certainly has a tough time of it from them." 
(Female History teacher; aged· 30). 
11 The teacher must always be aHare that there is a 
large distinction between teacher and pupil and that 
the pupil wants this to be the situation. Only when 
they ca.n respect the teacher a.s a. teacher will they 
be able to become sociable. It is ability es a teecher 
rather than personality that is they key-note of 
success. Once a teacher is confident of himself, then 
he can afford to develop a more personal relationship 
with the class." 
(I>Iiddle-aged female English teacher). 
" ••• be aware that a stage can be reached when the 
'person' can emerge from behind the 'props' and at that 
stage the teacher becomes an educator. Beginning teachers 
should be warned not to emerge too soon." 
(Female Assistant-Head). 
"Any class expects a teacher to be in control and to be 
able to put across the subject-matter well •••• One 
should never be too friendly in the ea.rly stages \vi th 
any class. Children often do not know 'how far to go' • 
They also will often end up feeling rather insecure. 
They will certa,inly be annoyed if the class starts to 
get out of control beca.use then the conditions are no 
longer right for the teacher to impart knowl'edge. 
Even if pupils seem to enjoy 'mucking about' at the 
time, the fact remains that this \vill not be the case 
in the long-term. Pupils also tell you tha.t they prefer 
staff who a.re 'firm but fair' ." 
(Hale Social Studies teacher in early twenties; just concluded the 
Scottish 2-year period of proba.tion). 
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••• a teacher :nust first cree te a distinct g2p betYTeen 
himself and his pupils. When this has been done ~roperly, 
the gap must then systematically be bride,ed in such a 
way that the teacher and pupils can Hork together in a 
reJ,ationship which can be mutually beneficial." 
"To create the gap, the teacher must domine.te the 
class, appear strong to the pupils, and the pupils must 
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learn, (if necessary by the hard way), how far they 
can go without falling. Then, having gained .this 
fespect by discipline, the teacher must demonstrate 
to the pupils his worthiness of their respec't. This 
is where the gap begins to be bridged. 
(Female History teacher; aged 30). 
The ·Aims of The Study: 
i) To obtain, by means of content-analysis of the essays 
collected from a representative sample of pupils in three 
Scottish comprehensive schools, a. universe of statements 
reflecting the opinions of pu-pils of different ages and 
abilities on the topics: "The Characteristics of A Good. 
Teacher" and "The Purpose of School." 
ii) To use the universe of statements so gathered in the 
construction of a valid and reliable questionnaire dealing 
with both of the above topics, to be administered. to a 
further sample of Scottish comprehensive school pupils and 
to a sample of student-teachers on Post-graduate Certificate 
of Education courses in Scotland. 
iii) To compare and contrast the questionnaire responses of 
pupils and student-teachers, and to find also what 
student-teachers believe pupils' opinions are on these 
2 topics. 
A BROAD OUTLINE OF THE METHODOLOGY: 
Each stage of the methodology will be dealt with in detail as it 
arises in the report. However, a general outline of all the stages 
of the research is given below: 
(1) A sample of pupils was drawn from 3 mixed comprehensive 
schools in the Central Belt of Scotland. The pupil sample 
was designed to be representative of the range of age, sex 
and ability of the pupils in each school. 
The pupils were asked to write two essays, vrhich were 
entitled "The Purpose of School" and "My Idea of A Good 
Teacher." 
(2) A category system was developed to code the statements made 
in the pupils' essays. The system was tested for reliability 
and validity, and after its application to the entire batch 
of essays, a universe of statements was compiled. 
(3) A computer analysis of the coding operation was carried out, 
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allowing comparisons to be dravm between the views expressed 
by pupils of different schools, sex, ages and abilities. 
(4) The statements which were made most frequently in the 
essays were extrapolated for use in a questionn~ire which 
was to be administered to a further sample of pupils and to 
a sample of student-teachers (P.G.C.E.) in 2 Scottish 
Colleges of Education. Extreme care was taken to ensure the 
representation of the vievrs of all the sub-groups of the 
pupil sample which wrote the essays. (Grouped by school, 
age, sex, and ability). 
(5) The universe of statements derived from the pupils' essays 
was checked for omission by asking a group of P.G.C.E. 
student-teachers to list the features that they felt to be 
most indicative of a "good teacher", and also to list what 
they felt were the most important "purposes of school". 
(Unfortunately it was not possible to obtain equivalent 
essays from this small trial group of students, nor from 
the Scottish sample, for reasons of time and administration). 
(6) A valid and reliable questionnaire was constructed using 
the statements already obtained. It was administered to a 
further sample of Scottish comprehensive school pupils, and 
to a sample of Scottish P.G.C.E. students. 
(7) The results of the questionnaire were analysed; the views 
of student-teachers and those of school pupils on the two 
topics: "The characteristics of a good teacher" and "The 
purpose of school" were compared, and student-teachers' 
beliefs regarding pupils' opinions on these topics were 
o bta.ined. 
THE IMPLICATIONS OF THE RESEARCH: 
If the assumptions discussed previously are correct, then it would 
seem that student-teachers are not being adequately prepared for 
the reality of classroom teaching, since they have an inaccurate 
perception of what pupils expect from teachers (and perhaps also 
of what older more experienced members of staff expect). New 
teachers may over-emphasize friendly relations with their pupils, 
and may even identify more with pupils than vTi th their fellovr-
teachers. 
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If student-teachers are not aware of the institution's 
expectations of them, then they are unlikely to find their new job 
either easy or enjoyable. Students should surely be made aware, by 
means of instruction and actual experience, of exactly what pupils 
and their new colleagues expect of them. 
It has been suggested above that pupils of all ages and· 
abilities expect to be taught adequately, which.requires the 
maintenance of discipline by teaching staff, for reasons already 
outlined. An obvious point of contention is whether the expectations 
of pupils and older colleagues are necessarily the "right" ones. Is 
the "expected" behaviour desirable? One teacher, in his response 
to the "role-conflict" paper, expressed the opposite view: 
" ••• schools are repressive, (compulsory, boring, etc), 
and given that situation, the children will react 
accordingly. It is a classic fascist situation, and the 
rulers (teachers), in order to survive in power, have 
to keep the children down •••• The most successful •teacher' 
(disciplinarian) is the person who believes in the 
fascist way of life." 
·(Middle-aged male English teacher completing his probationary 
period). 
However, this research is concerned to provid.e the student-teacher 
with the views of their pupils, of which they may possibly be 
ignorant. Whether or not they choose to modify their teaching 
behaviour as a result of being in the possession of this.information 
is up to them. It is surely better, however, that the new teacher 
makes a conscious and considered decision to deviate from the 
expected path, rather than proceed with an erroneous view of the 
"norm", or indeed no clear view at all. Much ineffectiveness, 
unhappiness and wastage of young teachers might thus be avoided. 
It must be stressed however that this research is concerned only 
with the expressed opinions of pupils and student-teachers, and 
not vTith actual observed behaviour. (This point is discussed in 
detail in Chapter 11). This is so since no detailed work has 
previously been done in British comprehensive schools on the topics 
examined here, and since it is also assumed that an individual's 
expressed opinions will in any case affect his role-expectations 
and role•performance. Further research could concern itself with the 
classroom behaviour of student and beginning teachers, using the 
findings of this research as a starting-point. 
One fruitful area may be that of role-strain; it is 
suggested that if there is a disparity between the novice 
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teacher's view of his own role and his pupils' vievr of it, then the 
teacher may experience role-strain. 
Members of the teacher's role-set (those people coming 
into contact with the role-player during the performance of his 
ro·le) may reject his role performance and thus threaten the 
teacher's self-esteem. The puuils in fact may exert sanctions on a 
teacher who does not play his role as pupils expect him to, in order 
to modify his behaviour. Possibly, for instance, they may not 
reward him with the affective contact that he requires, or they may 
not exhibit the rewarding responses of interest, attention and 
enthusiasm. The hypothesised sanctions, such as hostility and 
rejection, would be intended to socialize the new teacher into 
conformity with their~ concept of the teacher's role. 
The stronger the teacher's need for affective contact 
with the pupils, the more susceptible would. he be to the imposition 
of sanctions by pupils, since he cannot obtain what he desires 
until he can play his role as his pupils demand. 
An alternative to the effective organizational 
socialization of the new teacher would be for the teacher in 
question to quit the organization completely, if he cannot cope 
with the level of role-strain which he is experiencing. 
Classroom observation of and in-depth interviews with 
individual probationer teachers over the period of their first 
year in teaching \oTould help to shed light on the area of role-strain 
and any consequent "teacher socialization." 
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CHAPTER 2. 
THE REVIEW of THE LITERATURE. (Part One) 
The Functions of the Secondary School. 
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CHAPTER 2. 
THE REVIEW of THE LITERATURE. 
The first part of this chapter will be concerned with a 
review of the literature dealing \vi th the opinions of teachers, 
pupils and other members of the teachers' role-set on "the purpose 
of school". The second part of the chapter wi.ll deal with the 
literature on teacher characteristics and behaviour deemed to be 
desirable by teachers themselves and by members of their role-set; 
also with the literature on the characteristics that teachers of 
different levels of experience have actually been found to possess. 
There has been a considerable amount of research concern-
ing_the personal characteristics of student-teachers and of teachers 
at various stages of their careers; some studies have also attempted 
to relate these characteristics to teacher effectiveness or 
"success", leading to the attempt by some researchers to establish 
criteria for teaching "success". Most of this research is American, 
and much of it is of dubious quality. 
Despite the substantial research on teacher qualities 
and behaviour considered "desirable" by various members of the 
teacher's role-set, (such as parents and pupils), as well as by 
teachers of differing levels of experience, surprisingly there has 
been very little research into the beliefs of teachers or of 
members of their role-set concerning "the purpose of school". This 
omission is puzzling in view of the clear link between the beliefs 
of teachers and pupils on this topic and the way in which teachers 
themselves and their pupils perceive the teacher's role. Both 
Calvert( 1 ) and 1tlestwood( 2 ) have commented on this point. vlestwood 
has remarked:(3) 
"Obviously the aims (and the values which underlie them) 
which teachers hold as desirable will help to determine 
the conceptions that they have of their role and the 
beha.viour appropriate to it •••• The relationship between 
teachers' values, educational aims and role conceptions 
and behaviour is a subject that would seem very \vorthy 
of investigation and one that has received hardly any • 
••• There are a number of questions which need to be known 
1. B. Calv.ert, The Role of The Pupil, 
(London: Routledge & Kegar). Paul, 1975). 
~(. L.J. Westwood, "The Role of The Teacher", 
(2) Educational_Research, Vol. 10, 1967.-68, 
3. Ibid, pp. 27-28 
pp. 21.:..37 
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concerning the values ::md. aims of teachers and their 
influence upon their roles •••• " 
Whilst Calvert has added: (4) 
"The existence of schools depends on substantial 
agreement betvreen teachers, pupils, parents and others 
in their interpretation of events in the classroom and 
other school settings. These shared ••• 'definitions of 
the situation' give rise to expectations for the 
behaviour of those Hho enter into the situations, and 
thus roles emerge ••• tied to positions in the school ••• 
reflect(ine) the fQDCtions the school is expected to 
perform ••• role-making is ••• an open-ended enterprise 
in '"hich pupil and teacher join." 
Westwood(5) has also pointed out that: 
"Where goals are ill-defined, roles will be 
ill-defined ...... .rhere goal-definition is ambiguous ••• there 
will tend to be role ambieuity and role-conflict on 
the part of teachers." 
Thus Westwood clearly hiehliehts the important relationship beh1een 
the teacher's role-performance and the aims of individual teachers, 
together with those of the school as an organization, as will be 
discussed. (The two are not always necessarily the same). Banton( 6 ) 
has remarked that: "The larger the social group the more necessary 
it is to form special organise.tions for particular purposes," whilst 
Becker(7) has added that: 
"Institutions are the neans by which society delegates 
particular functions to specialized groups •••• " 
The school is one such specialized organisation, but it is likely 
that in a complex industrial society different groups hold different 
views about the "purpose of school". \·Jestwood.( 8 ) has commented that 
schools have a "multiplicity of aims or ends" related to values 
held by both teachers and society in general, and that as a 
4. B. Calvert, op.cit. p. 128 and p. 144 
5. L.J. Westwood, op.cit. p. 28 
6. H. Banton, Roles, (London: Tavistock Publications Ltd., 1965)p.8 
7. H .S. Becker, "Schools and Systems of Stratification", in 
A.H. Halsey, J. Floud and C.A. Anderson, Educationt_Economy and 
Societl, (New iork: Free Press of Glencoe, 1961),pp.93-104),p.10 
8. L.J. Westwood, "The Role of The Teacher", (2) op.cit. p. 27 
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consequence, their objectives are not clear. Indeed, ~estwood 
claims that even the stated goe,ls become "displaced", as vrhen, for 
instance a means (such as discipline) is substituted for an end. 
This phenomenon has been examined in detail by Goffman,(9) in his 
study of mental institutions, by Scheff( 10) in a similar setting, 
and in an school situation by vlillo1>Ter and Jones. ( 11 ) vfestvrood 
suggests that: ( 12 ) 
11\Vhere goals are ambiguous or ill-defined, role-
incumbents 1·.rill tend to substitute goals of their 
0\•rn - esl)ecially 1·1here disagTeement may exist 1·:i th the 
goals a.s ••• understood." 
and adds that in the absence of staff discussion and agreement, 
role-conflict may result for those teachers vrhose personal goa.ls 
conflict with the implied aims of the school, leading to less 
effective functioning of the organisation, and of course, of the 
individual teachers themselves. 
Hestvmod concludes the.t it may be of 11 considerable 
interest 11 to discover the exact terms in Hhich teachers as a group 
do viei>J their function:( 13) 
"The teacher finds it very difficult ever to feel that 
he is fully discha,rging all his obligations; there is 
ah1a.ys something more he could be doing for his pupils • 11 
Echoing 1.·'est>·Tood, Calvert has gone so far as to compa.re 
schools to "total institutions" such as prisons or mental 
hospita.ls:( 14) 
" ••• pupils are captives, largely segre&ated from the 
rest of the \>Jorld over a long period of years, 
bureaucratically managed ••• subordinate ••• to the staff, 
supervised constantly to ensure compliance. The demands 
9. E. Goffman, Asylums, (London: Pelican, 1975) 
10. T.J. Scheff, "Differential Displacement of Treatment G-oals in 
a Mental Hospital", Administrative Science Quarterly, 
Vol. 7, 1962-3, p~. 208-217 
11. D .J. 1:Jillower and R .G. Jones, 111.-lhen Pupil Control Becomes an 
Insti tu'tional Theme", Phi Delta Kappan, Vol. 45, 1963, 
1 2. 
1 3. 
14. 
pp. 107-109 and D .J. \·lillm·Ter, "Hypotheses on the School As A 
Social System11 , Educational Administration ~ua.rterly, 
Vol 1, 1965, pp. 101-109 
L.J. \{estwood, "The Role of The Tea.cher11 , (2) op.cit. n. 27 
L.J. Uesti·Jood, 11 The Role of The Teacher", ( 1) Educa.tional 
Research, Vol. 9, 1967, (pp. 122-1 34) p. 132 
B. Calvert, op.cit. lJ. 135 
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of the school pursue pupils into the streets ••• and 
into their homes •••• The school as an institution is 
engaged in an attempt to make over the personalities 
of its pupils, much as prisons or mental hospitals. 11 
It is certainly·a widely-held view, as Banton has remarked, that 
schools are agents of social control, or socialization, condition-
ing pupils to accept society's behe.vioural norms, or as Banton has 
suggested: ( 15 ) 
11 
••• customs that cannot be technically justified ••• the 
assu.!Jlptions on 1.-.rhich the social institutions are 
founded ••• (which) must be accepted by the members of. 
society as good in themselves. 11 
vleshmod( 16 ) has also remarked that it is part of the teacher's 
function to transmit values to his pupils, together with " ••• the 
more general social attitudes ••• vrhich the society considers it 
proper for them to possess.": ( 17) 
" ••• the teacher is not merely an imparter of information, 
of cognitive ••• skills and abilities, he a.lso ~a.sses on 
to his pupils the values and norms, the beliefs and 
patterns of beha,viour of our society." 
This task is described by U es tvrood as the teacher's expressive 
function. Part of the teacher's job, Uestw·ood believes, is to pass 
on to pupils "the moral ve.lues of the community and the stande.rds 
of· conduct which the community upholds •••• " (18 ) Ausubel (19) ha.s 
also commented that one function of the school is to "teach the 
standards of conduct that are approved and tolerated in any 
culture," and to help pupils to internalize society's Tioral stand-
ards. The major contribution to the literature in this area has, 
however, been made by 1:Jaller, ( 20) vrho has stated tha,t: 
"The school is ••• a gig;mtic agency of social control. 
It is part of its function to transmit to the young 
the attitudes of the elders, 1.oJhich it does by presenting 
15. Ibid., p. 60 
16. L.J. 1:Jestwood, "The Role of The Teacher", (1) O:!_).cit. 
1 7 • Ibid , p. 1 28 
18. 
20. 
Ibid. 
D.P. Ausubel, 11 Ne\¥ Look at Classroom Discipline", 
Phi Delta .. Kappan, Vol. 43, 1961 (pp. 26-30), p. 28 
\if. Waller, The Sociolo of Teachin , (NeH York: Russell and 
Russell, 19~-First published 1932 , PP• 296-297 
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to them social situations as the elders have definecl 
them. 11 
and: ( 21 ) 
" ••• one of the most im:9ortent functions of the school 
is to transmit to young :9ersons an a-v~areness of these 
definitions of si tua.tions ••• to lea.d the young so to 
perceive and so to range themselves for action Hith 
reference to the socia,l si tue tions current in our 
culture that the result vrill be in accord 1:1i th social 
policy." 
Waller's view has also been supported by Durkl:ieim, ( 22 ) \·Jho has 
remarked that the teacher's role is to be the respected agent 
" ••• of a great moral person who sur~sses him ••• society," and also· 
by Cannon( 23) and Hilson. ( 24) Cannon has commented: 
"The role of the teacher revol ve·s round the transmission 
of knov!ledge and the transmission of values; ••• by 
virtue of the second function, teachers :9la.y a 1)e,rt in 
the socializa-tion of the child. 11 
vrhilst Hilson has added: 
" ••• the teacher is necessarily involved in pro:9ounding 
certain values, setting standards for persone,l 
behaviour ••• approved of in society •••• Increasingly 
schools and teachers are expected to inculcate social 
values in young peo:9le and to socialize them." 
Floud, ( 25) however, has attacked this view of teachers 
as npaid agents of cultural diffusion ••• hired to carry light into 
dark places,"( 26 ) since she believes it to be inadequate in a 
complex modern industrial society in which dise.greement may exist 
over what "approved 11 norms and values are. As society has changed, 
the teacher's moral authority and "cultural superiority" have all 
21. Ibid, p. 314 
22. 
23. 
24. 
25. 
E. Durkheim, (Translated S.D. Fox), Education and Sociology, 
(Illinois: Glencoe Free Press, 1956). 
C. Cannon, "Some Variations On The Teacher's Role", 
Education for Teaching, Vol. 64, (pp. 29-36), p. 29 
B.R. Wilson, "The Teacher's Role - A Sociological Analysis", 
British Journal of Sociology, Vol. 13, 1962, (p:g. 15-31), 
pp. 17-18 
J. Floud, "Teaching in the Affluent Society", British Journal 
of Sociology, Vol. 13, 1962, (pp. 299-308), p. 299 
26. Ibid, p. 299 
14 
but vanished. As a consequence:( 27) 
" ••• :pedagogical devices to establish ••• personal 
~uthority over ••• :pu:pils are rendered both more 
necessary and more difficult to carry into effect 
as ••• (the) institutional :position vleakens •11 
Floud claims that instead, schools are now crucially concerned with 
social and occupational selection:( 2S) 
11 0n the other hand ••• the affluent society endo"YTS 
teachers ••• with a nev..r power over their :pupils. Under 
conditions where the bond between occupation and 
schooling is very tight - where vocational qualifications 
are the modern 'means of :production' and in scarce 
supply, the school becomes an important agency for the 
distribution of 'life-chances' •••• The school is not 
only an agency of social :promotion but also ••.• one of 
the few remaining agencies of social demotion ••• less 
a trusted collaborator in the task of educating (the) 
young according to their ability and aptitude than a 
resented bureaucratic or 'official' arbiter of ••• 
children's social fate." 
Floud suggests in fact that society now demands what she describes 
as substantive equality of opportunity, that is the right to 
discover and develop one's talents. (Interestingly, this. was a 
category developed from the :pupils' essays). The school thus becomes 
the judge or arbiter of these talents, deciding who is or who is not 
"gifted 11 in its own terms, and is able to fulfil or dash the hopes 
of :pupils and their :parents. Floud believes that such an attitude 
leads to a cynical and utilitarian attitude on the :part of :parents 
and :pupils towards the teacher:( 29) 
11 
••• an unflattering preoccupation \vi th his more 
commonplace intellectual capital of knowledge and skills, 
an emphasis on instruction and knowledge. 11 
Westwood ~o0jver believes that this tendency has benefited teachers: 3 
27. 
28. 
29. 
30. 
Ibid, 
Ibid., 
• 0 
Ibid, 
"One important reason why the status of some teachers 
may have improved in recent years is the fact that in 
contemporary industrial society they :play a very 
important :part in determining the occupational and 
social :prospects of their :pu:pils. 11 
:p. 302 
:p. 303 
L.J. \vestwood, 11 The Role of The 'I)eacher" ( 1)' 
o:p cit. :p:p. 129-130 
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These suggestions are borne out by the findings of the 
empirical research that will be discussed next in this chapter, 
and also by statements made frequently in the pupils' essays. (See 
chapter eight). As Westwood(31) points out, pupils may be willing 
to accept the "instrumental" function of the school (the trans-
mission of skills and knowledge) for the sake of a future career, 
but they may at the same time reject the "expressive" function, 
(the transmission of the values) because of a "cultural gap" between 
teachers and. taught:(32) 
" ••• (as). the teacher's role becomes ever more ambivalent, 
the task of mediating between two sub-cultures (becomes) 
••• increasingly one of strain." 
In an industrial society, then, in which the different-
iation of the population into various occupational roles is 
essential, it has been argued that the school serves an economic 
purpose as society's chief agent of differentiation. Wilson(33) 
believes that "occupational mobility makes the teacher's role 
indispensable" since specialist skills have to be taught to small 
sectors of the population. 
Parsons ~34) also views the school as an allocating 
agency, seeing its socializing and allocating role as its "primary 
function". He also commented on the element of competition that 
is, in western societies, central to the differentiation process; 
Parsons remarks that:(35) "The school situation is far more like a 
race in this respect than most role-performance situations." Since 
allocation to different adult occupational roles takes place usually 
on the basis of educational qualifications gained through examin-
ations, the teacher is, according to Parsons:(36) 
31. L.J • 
32. L.J • 
33. B.R. 
" ••• the agent of bringing about and legi timising a 
differentiation of the school class on an achievement 
axis." 
Westwood, "The Role of the Teacher", ( 1 ) op.cit. 
Westwood, "The Role of the Teacher", ( j) op.cit. p. 133 
Wilson, op.cit. p. 20 
34. T. Parsons, "The School Class As A Social System: Some of its 
Functions in American Society". Harvard Educational Review, 
Vol. 29, No. 4, 1959. (pp. 297-318), P• 297 
35. Ibid, P• 301 
36. Ibid, p. 308 
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The teacher then, is an allocator and socializer, in 
addition to'being an instructor. One of the tasks of schools 
according to Parsons is to differentiate on:(37) 
n ••• a single continuum of achievement, the content of 
which is relative excellence in living up to the 
expectations imposed by the teacher as an agent of 
adult society ••• this differentiation underlies the 
process of selection for levels of status and role 
in adult society." 
The teacher then is the person who provides pupils with the means 
to succeed and is also the judge of whether or not they have done so. 
The subject of teachers' conceptions of the "purpose of 
school" vras first explored in detail empirically by Musgrove and 
Taylor(381 in the 1960s. They commented in their article in 1965:(39) 
"Actual investigations of the teacher's role, the 
professional behaviour in \-Ihich he engages and \vhich 
is expected of him, have been feH." 
they cite Mays'(40) remarks that the teacher's role must become 
more diverse, encompassing many of the interests and skills of the 
social worker. Mays stresses that'the roles of inculcator of 
knowledge and social worker need not be mutually exclusive, but 
suggests that a problem arises for the individual in deciding on 
the amount of emphasis to be eiven to each aspect of the role. 
The purpose of Musgrove and Taylor's 1965 enquiry was to 
ascertain: ( 41 ) 
" ••• to what extent teachers in different types of 
school and circumstances saw their roles as 'diffuse' 
or 'restricted'; vrhat weight they attached to different 
aspects of their work; what weight they thought parents 
expected them to give to different educational 
objectives, and what v1eight parents did, in fact, 
attach to these objectives." 
Clearly then, whilst their research was concerned with the teacher's 
role, it was also inevitably concerned with the "purpose of school". 
37. Ibid, p. 304 
38. F. 1'1usgrove and P .H. Taylor, "Teachers' and Parents' Conception 
of the Teacher's Role", British Journal of Educational 
Psychology, Vol. 35, 1965, pp. 171-178, and: Society and The 
Teacher's Role, (London: Routledge and Kegan Paul, 1969). 
39. Ibid, (1) p. 171 
40. 
·' 
J .B. Mays, Education and The Urban Child., 
Liverpool University Press, 1962). 
( Li verpoo 1 : 
41. F. Musgrove and P.R. Taylor, "Teachers' and Parents' Conception 
of The Teacher's Role", o~~!cit. p. 172 
From a previous (1961) enquiry, Musgrove and Taylor had 
obtained statements of six educational aims. These statements were 
the six that were mentioned most frequently by a sample. of teachers. 
The six were as follows: 
1 ) Moral training. 
2) 
3) 
4) 
5) 
6) 
Instruction in various subjects. 
Social training. (Manners, etc.). 
Education for family life. (Relationships and sex). 
Social advancement. (Getting on in life). 
Education for citizenship. 
(It is interesting to note that all six areas were covered by a 
category or group of categories that was developed by the researcher 
to code the pupils' essays on the subject of "the purpose of school". 
(See Appendix 3•' ~; ) • 
Musgrove and Taylor's sample was composed of 129 parents 
of secondary-school age pupils, 108 parents of primary-school age 
pupils, and 479 school teachers. (87 Grammar school teachers, 194 
secondary-modern teachers and 198 infant and junior teachers). The 
teachers rated the statements as they viewed their importance 
themselves, and also according to how they believed that parents 
would rate them. The parents rated the items on their own behalf. 
Musgrove and Taylor stated that:(42) 
"An individual teacher's diffuse or restricted conception 
of his role was measured by the number of educational 
objectives he regarded as none of his business." ··· 
Approximately 10% of items were thus regarded by Grammar school 
teachers, whilst only 4%were categorized in this fashion by 
secondary-modem teachers. The items rejected by the Grammar school 
teachers were those described as "exclusively social".(43)Musgrove 
and Taylor concluded that:(44) 
"Teachers in all types of school saw their work 
primarily in intellectual and moral terms, pla'cing 
greatest weight on instruction in subjects and moral 
training. They placed comparatively little emphasis 
on social objectives in general, and least of all on 
'social advancement' •••• In no type of school were 
teachers prepared to see themselves primarily as agents 
of social. mobility." 
42. Ibid, PP• 172-173 
43. ibid~ P• 173 
44. Ibid, p. 174 
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Teachers saw parents as:(45) 
" ••• being comparatively indifferent to moral and social 
training, but placing great weight on instruction and 
on social advancement. In fact, the parents in general 
emphasised the same obj~ctives as teachers ••• and like 
teachers gave comparatively little v1eight to 1 social 
advancement' • 11 
(Working-class parents did, however, place substantially more 
emphasis on 'social advancement' than did middle-class parents). 
All categories of teachers (except for female secondary-
modern teachers) actually ranked 'social advancement' last, whilst 
all groups (except male grammar school teachers), placed 'moral 
training' first. All secondary teachers ranked instruction in 
subjects' second. 
Whilst it was clear that secondary-modem teachers had 
a more diffuse view of their role than grammar school teachers did, 
(emphasising the importance of 'social training' to a much greater 
extent), Musgrove and Taylor found that teachers had a "remarkably 
idealistic"(4G) view of their purpose/47) 
"Teachers in all types of school see their role in 
moral and intellectual terms, and are comparatively 
indifferent to the more specifically social aims of 
education •••• In emphasising 1 instruction', teachers 
,.,ere in line with what ••• parents ••• expected." 
There was, however, a "very large discrepancy"( 4B) between teachers' 
aims and what they imagined parents' aims to be. The authors stated 
that: ( 49 ) 
"The area of unnecessary tension might be considerably 
reduced if parents and teachers established more 
effective means of communication." 
Musgrove and Taylor's findings vlere reflected in a survey of the 
opinions of 268 female college of education students and 183 
primary and secondary head teachers vrhich was conducted by Finlayson 
45. Ibid_. 
46. Ibid, p. 178 
47. Ibid, p. 177 
. 48. Ibid, p. 178 
49. Ibid. 
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and Cohen(50) at roughly the same period. They constructed a 
schedule, described as a "RoleDefinition Instrument" which contain-
ed a number of statements-referring to apparently desirable and 
apparently undesirable teacher behaviour. These items were derived 
from the literature and from children's essays, and again reflect 
the lists compiled by the researcher.-(See Appendix 3). According to 
Finlayson and Cohen, the statements could be grouped into four 
"role-sectors": 
1) Teacher's organizational role: clerical and 
supervisory duties. 
2) Teacher's role in inculcating attitudes, values and 
manners, and Teaching the "basics" (3Rs) and 
"controversial" subjects such as sex and religion. 
3) Teacher's role as motivator of children's learning. 
4) Teacher's role in creating good personal relation-
ships in the,classroom. 
(The second role-sector clearly seems to cover several areas, and 
thus could not be said to be discreet). 
Respondents were asked to check a five-point Likert-type 
response indicating to what extent they considered the specified 
teacher behaviour to be desirable or undesirable. (It should be 
noted that the response-rate for head teachers was only 60%). 
Finlayson and Cohen found that both students and head .teachers 
regarded the teacher's function as a "social trainer" as being very 
important. The only item that the students regarded as "mandatory" 
related to helping children to acquire correct manners and speech. 
This was also the item that Heads considered to be ~ost important; 
they also held that teachers should help ·pupils to acquire "correct" 
attitudes and values that were not fostered in their homes. The 
students also believed that this was very important. 
In a larger study (1969) already referred to,(51) 
Musgrove and Taylor gave 897 pupils (500 junior school pupils and 
397 secondary, drawn from 14 junior schools and 8 secondary schools), 
five sets of six statements referring to "A Good Teacher". The 
50. D.S. Finlayson and L. Cohen, "The Teacher's Role: 
A Comparative Study of the Conceptions of College of Education 
Students and Head teachers," The British Journal of Educational 
Psychology, Vol. 37, 1967. pp. 22-31 
51. F~ ·Musgrove and P.H. Taylor, Society and The Teacher's Role, 
op.cit. 
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statements themselves were drawn from the essays of 1379 children 
(866 junior school and 513 secondary school), 131 ·~eachers and 43 
college __ of education students, on the subject of "A Good Teacher11 • 
(The statements used in the five sets, which were arrived·at after 
the essays had been "analysed by 21 teachers", will be discussed in 
the next chapter. At present the results will be reviewed in terms 
of the insight which they allow into pupils' opinions on the 
"purpose of school"). 
Musgrove and Taylor's five sets of statements were 
grouped under the following headings: 
1) Teaching, Discipline and Personality. 
2) Manner and Method of Discipline. 
3) Manner and Method of Teaching. 
4) Teacher's Personal Qualities. 
5) Teacher's Organising Abilities. 
The six items in each group were to be ranked by pupils in order 
of their importance to the pupil concerned. 
In group one, pupils attached most importance to the 
teaching ability of a teacher, and least to the teacher's person-
ality. In group two, pupils ranked either fairness about punishment 
or good discipline as being the most important characteristics of 
a "good teacher"; the item "lets us have some of our own way" was 
ranked last. In group three, secondary school pupils ranked good 
explanation and help with work as being most important; the subject-
knowledge of the teacher was placed second. 
These results led Musgrove and Taylor to conclude that 
pupils regard school as an institution which they attend to be 
taught those things that the school or society in general deems that 
they should know, and that teachers are therefore viewed by pupils 
as people whose task it is to teach the material prescribed as 
necessary knowledge for "success" /52) 
"Children ••• appreciate the opportunity to exercise their 
intellect and imagination. They perceive the school as 
an institution specifically designed for this purpose. 
They feel thwarted if all they receive there is kindly 
personal relationships with others ••• children expect 
to be taught, ••• for them the good teacher is someone 
with something to say and clarity in saying it." 
52. Ibid, p. 14 
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Similarly:(53) 
"Pupils expect teachers to teach. They value lucid 
~xposi tion, the clear statement-_ of problems and 
guidance in their solution •••• (Teachers) are expected 
to assume an essential intellectual and instrumental 
role •••• The need vThich pupils want teachers to _satisfy 
is above_all, the need to be taught and to learn." 
These remarks again glearly illustrate that the opinions of teachers, 
and those of members of their role-set, on the subject of the teacher's 
role,. are closely linked to their opinions on "the purpose of 
school''· It is also interesting to note that whereas, according to 
Musgrove and Taylor, teachers emphatically rejected a view of 
themselves as "social selectors, inculcators of values and attitudes 
appropriate to·' getting on' ", ( 54 J pupils were by no means oblivious 
to the "allocating" function of the school, vrhich "deschoolers" 
such as Illich(55J have so vigorously attacked. 
Research into teachers' perception of their roles has 
also been carried out in America by G. Fishburn, (56) who highlights 
the rationale of the research contained in this thesis:(57) 
" ••• conflicting role definitions must present serious 
problems to the smooth functioning of the school 
system •••• Difficulties ••• may be caused by different 
groups perceiving the teachers' roles differently." 
Fishburn adds, crucially, that " ••• role perception may be changed 
by learning. 11 
Using both interviews and a questionnaire, Fishburn 
asked secondary-school teachers about the aspects of their jobs 
which they considered to be important. In constructing the question-
naire and interview items, Fishburn assumed 6 basic teaching roles, 
previously identified by the American National Commission on Teacher 
Education and Professional Standards.(5S) 
53. Ibid, p. 17 and p. 27 
54. Ibid, pp. 14-15 
55. I. Illich, Deschooling Society, (London: Penguin, 1973). 
56. G.E. Fishburn, "Teacher Role Perception in the Secondary 
School", Journal.of Teacher Education, V.ol. 13, 1962.pp. 55-59 
57. Ibid, pp. 55-56 
58. Factors in Teaching Competence, National Education Association, 
National Commission on Teacher Education and Professional 
Standards, (Washington D.C. : The Association, 1954), p. 12 
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The interviews \•rere content-analysed, Hhilst the 
questionnai~e was constructed on a similar basis to the researcher's 
(see chapte~ nine ). It consi~ted of 48 items (8 on each role), · 
grouped in 4 blocks of 12; (a format identical to the researcher's 
"Good Teacher" part of the schedule). Respondents \-rere asked to 
choose·their 5 most important items, but the method of arriving at 
these five is not recorded. 
The results support the findings of Musgrove and Taylor: 
teachers saw their role as 11mediators of the culture" as being 
most important, whilst that of "directors of learning" was placed 
second. Teache:rs' age and length of teaching expe:rience were the 
most influential variables affecting role-perception. Younger 
teachers perceived the 11 director of learning" role as beinff less 
important than older teachers did, (sig·. 0.01 ), vlhilst they viewed 
the "mediator of the culture" role as~ important, (si". 0.01). 
The variables of subject taue-ht and the type of a.rea in which 
teachers worked were not found to be statistically significant in 
affecting responses. 
Insight into Scottish teachers' view of their function, 
and thus into their view of the "purpose of school", has been 
provided by Craig,(59) who conducted a small survey of 61 teachers 
in Scottish secondary schools prior to comprehensivisation. (33 
"junior-secondary", or secondary-modern teachers, and 28 "senior-
secondary or grammar-school teachers), and also by J. Mac]eath, who 
was director of a Scottish Social Education Project. Craig found 
"interesting differences" ( 6o) in the teachers' conceptions of their 
jobs, when they were questioned about their aims. He found that 
many senior-secondary teachers believed "training for citizenship" 
to be/ 61 ) 
" ••• inherent in the intellectual disciplines through 
which they guide ·their pupils; that in the teaching 
of specific subjects they are ,reparinP· their pul)ils 
for adult life, and that the teachings 0f values is 
implicit in the instruction which a pupil receives 
at a senior-secondary school." 
The senior-secondary teachers were "preoccupied vri th the develop-
59. H. Craig, ''The Teacher's Function: Some Observations on an 
Aspect of tbe Teacher's Job in Scotland." Journal of 
Educational Sociolop,x, Vol. 34, 1960. pp. 7-16 
60. Ibid, p. 11 
61. Ibid. 
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ment of the intellectual faculties 11 ( 62 ) and saw this as their 
principal task. Craig suggests that many of the senior-secondary 
teachers' pupils shared his definition of the situation, and. thus 
there existed a common identity of interest betv1een teacher and 
pupils. 
In the junior-secondary school, however, Craig found 
the situation to be "more ambiguous".( 63) The junior-secondary 
teachers viewed "training for citizenship" as meaning the:( 64) 
" ••• inculcation of moral values of a general nature ••• 
many junior-secondary teachers feel that the parents 
of many of their pupils have neglected ••• the upbringing 
of their children ••• they ••• try to instil values where 
these appear to be lacking, or to bring about a change 
of values. 11 
Thus the combined views of teachers in the two secondary sectors 
closely mirror 
sample (see p. 
envisage their 
those of the teachers in Musgrove and Taylor's 
118 ) ; Craig states that junior-secondary teachers 
function as:( 6S) 
11 
••• combining a measure of intellectual training at 
a fairly simple level with moral training ••• an 
attempt to instil ••• certain values •••• In the case of 
the senior-secondary teacher, this second function tends 
to be incorporated in or identified with the first, 
the training of the intellect, ••• and the values with 
which the senior-secondary teacher is concerned might 
themselves be described as intellectual rather than 
moral." 
Aims specifically mentioned by junior-secondary teachers that 
reflect categories constructed by the researcher were: "To equip 
children with the basic essentials of the 3Rs •••• " (cf. Category 
32, "The purpose of school is to teach pupils to read, write and 
count); "The teaching of socially desirable behaviour a.nd ways of 
looking at things." (cf. Category 39: "The :purpose of school is 
to teach pupils the difference between right and \vrong11 and 
Category 37: "The purpose of school is to teach us hov1 to behave in 
different situations. 11 ). "The teaching oL skill and knowledge 11 
62. Ibid. 
63. Ibid~ 
64. Ibid. 
65. Ibid, p. 13 
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(cf. Category 21: "To teach pupils lots of different subjects"); 
11 
••• to supply directly or indirectly ••. training in morals (and) 
disciplinen. (cf. Category 39 (above) and Category 40: 11 The purpose 
of school is to teach pu:9ils discipline 11 ); uTo try to give the 
children a sense of responsibility and co~~unity in order to equi~ 
them as future employees and citizens. 11 (cf. Category 46: 11 The 
purpose of schooi is to prepare punils·for standing on their own 
feet in the world.", and Cateeory 2: 11 The purpose of school is to 
prepare pupils for vwrking vli th other people when they leave • "). 
J. MacBeath, writing in the T.E.S. of 10.4.81 ., describes 
the findings of a Scottish Social Education Project of which he was 
co-director and vlhich was carried on over 2! years. 
A questionnaire was sent to the Head teachers of every 
Scottish state secondary school, and to a sample of teachers of all 
subjects. The researchers also visited some schools to interview 
staff and to carry out observation, the object bein~ to ascertain 
the aims and values of the school's 11 social education" or 11 guidance11 
programme. (Scottish secondary schools have several Principal and 
Assistant Principal teachers of Guidance, whose duties are pastoral, 
in similar fashion to those of Year Heads in England and Wales, but 
who also design social education courses for all pupils in third, 
fourth and fifth year). I1acBeath comf!lents that: 
11 
••• head teachers were overwhelmingly in favour of 
those (aims) that had to do with personal development, 
quite strong on aims to do with broadening social 
awareness and understanding, lukewarm on aims to do 
with immediate kno1t1ledge and skills for earnine a 
living or running a home, and markedly unenthusiastic 
about skills lying in the political arena. 11 
Teachers' views closely f!lirrored those of the Head teachers, and 
there were few differences between the opinions of teachers of 
different subjects, vii th the exception that 11 Guidance'' teachers 
placed more emphasis on 11 personal development at the expense of 
immed.iate skills for post-school life and political skills. 11 
MacBeath states that: 
11 State schools, even in the most depressed areas of 
Scotland, \..rould still appear to subscribe to vrhat 
might be called the traditional public-school tenets 
of developing individual potential and sense of self-
vJOrth. n 
Teachers' views on social education were, however, broken 
dovm more closely by the researchers into four categories; the first 
eroup felt that they did not. have the ri13ht to 11 il"lpose attitudes 
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or values on children ••• they came into schools to teach, not to 
be social workers or ministers ••• , 11 \·Ihilst teachers in the second 
category believed that soPle children did require "social education" 
because of the "deficiency of the home background:n They pointed 
<?JUt that: 
11 
••• many pupils come to school lackine in the basic 
~ocial graces, with unacceptable habits and manners, 
and a dubious code of ethics. If schools fail to 
transmit social and moral attitudes, it is argued, who 
else wi 11 ?" 
According to NacBeath, the "e,Teat majorityn of teachers subscribed 
to one or other of those views. A "much smaller minority" however, 
argued a need for enhancing pupils' "life-skills" or ro.ising the 
level of their social/political awareness. The first of these 
eroups of teachers argued that some children require social 
education because they are: 
" ••• disadvantaged in terms of the skills on offer in 
their home or local com~unity ••• these pupils lose out 
in school competition and ••• in later life for jobs, 
housing and social welfare." 
Whilst the second group believed in social education for those 
pupils v1ho are "systematically discriminated against" socially and 
politically, as well as in school. Social education, these teachers 
believed, could make such pupils "more aware of their position, the 
potential for changing it and for securing their ••• rights." 
In conclusion, MacBeath remarks that it is "far from 
clear" what the school or the individual teacher's role should be 
in respect of value questions: 
"Our research ••• points to a failure somewhere in the 
education and training of teachers in helping to 
clarify and take seriously the nature of education 
values." 
On issues such as sex and abortion, MacBeath found that teachers 
tended to opt for a "neutral11 or 11 balancing" stance, but this vJas 
not so on issues which teachers felt strongly about, such as drugs: 
"Often teachers \..rould fall back on the traditional 
dualism which sees cognitive components of education 
as being catered for through classroom work, while 
social and moral aspects were taken care of through 
the general ethos and. quality of relationships in the 
school." 
A survey of Scottish 16 year-old. school-leavers by \·leir 
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and Nolan entitled "Glad To Be Out?"( 66 ), which was reviewed in 
the November 1977 BUlletin of the Scottish Council for Research in 
Education, Research In Education, has however sugeested that many 
pupils, as Musgrove and Taylor found, have a fundamentally 
instrumental attitude to·school. Heir and Nolan state that:( 67) 
"It is certainly clear that youne people's evaluation 
Qf the help they receive is severely pragtical: if it 
does not ~et them a suitable job it is of no value •••• 
Many pupils were found to have left school ill-disposed 
towards a leaving age of 16, not because it meant more 
education, but because it meant more time spent in an 
institution seen by them as irrelevant to the vrorld of 
work. The time, they felt, could be spent more 
affectively in pre-employment preparation." 
The authors state that schools must offer more to the non-academic 
pupil than "qualifications based on a subject-orientated 
curriculum": ( 68 ) 
"It has rather to give him a. firmer grasp of the basic 
skills in numeracy, literacy and manual dexterity, and 
of the interpersonal skills that most firms seem to be 
d emandine-." 
(cf. 4 of the categories identified by the researcher: Cate~ory 32: 
"The purpose of school is to teach pupils to read, 'tJTi te and count"; 
Category 33: "The purpose of school is to teach pupils :practical 
skills that will be useful at home"; and Categories 2 and 36: "The 
purpose of school is to prepare pupils for working with other 
people when they leave" and: "The purpose of school is to teach 
pupils how to get on vTi th different kinds of people."). 
Weir and Nolan state that if the school can not fulfil 
these objectives, then:( 69) 
"Some intermediate stage betvreen school and v1ork has to 
be provided where young people, once motivated, can 
acquire these skills •••• These new skills cannot be 
taught in traditional ways, but only throu~h practical 
experience before leaving school, or in some transition 
stage after leaving school ••.• Being a 16 year-old at 
school demands behaviour totally different from that 
demanded of a 16 year-old at work." 
The authors conclude by calling for a generally "more imaginative 
66. A.D. Heir and F. Nolan, Glad To Be Out,(Edinburgh:S.C.R.E., 1977) 
67. Research in Education, November 1977, p. 1 
68. Ibid. 
69. Ibid. 
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preparation for employment."(70) (This "intermediate" or 
"transitional" stage has novl been of necessity provided for many 
school leavers by the "Youth Opportunities" Scheme, but there is 
some doubt as to whether the scheme motivates young people to any 
greater extent than school ). 
Given the highly instrumental view of the "purpose of 
school" that many pupils apparently possess, then the economic 
recession of the 1980s will presumably have had an impact on 
children's attitudes to school; comments in various articles in the 
Times Educational Supplement during 1981 reveal this. D. Lister, in 
an article referring to a televised programme on a Glasgow compre-
hensive school remarks that: 
" ••• the headmaster was clearly worried about how to 
maintain a work ethic in the school when the children 
saw little prospect of gettin~ jobs." 
Two teachers, R. Wood and J. Slater comment in a letter: 
"vli thout preparation, we are to guide our fifth years 
into a whole new way of thinkin~. One aim of a school 
was to shape its kids for the world of work. Over-
night this is changed. There is no work •••• The very 
basis for our notivation of pupils is already 
undermined.'' 
Whilst P •. Venning, commenting on the success of Y.O.P. schemes that 
include some F.E., points out that whereas in 1979 nearly 9096 of 
school~leavers believed that examination passes in En~lish would 
help to get them a job, and 80% believed that Maths passes v1ould 
do so, by 1981 the figure for both subjects had fallen to 60% and: 
'' ••• these traditional school subjects (were) well below 
more vocational skills such as typing ••• and learnin~ 
about machinery and tools." 
Jill Tweedie, writing· in The Guardian of 18.12.1978 and 
echoing pupils' views of the "purpose of school" has also commented 
that "academic qualifications ••• are no guarantee of a job of any 
kind .... " : 
70. Ibid. 
"On the lowest level education is for enabling us to 
cope in an adult world where money must be added up, 
tax forms filled in, ••• maps read. On the next level 
it is for getting some kind of job that will pay a 
living wage •••• Basic skills (reading, writing and 
arthimetic) will continue to be necessary •••• But 
education with a view to working for a living ••• may 
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well be on its way out •••• Then the question 'what 
is education for? 1 become~ much more complex." 
In another 1981 T.E.S. article, J. Hemming has made a 
similar point about motivation, :and explains what he believes 
schools should be trying to do for their pupils: 
"The writ of the contract between adolescents and 
the schools runs rather like this: 'work hard, pass 
your exams and then you will get a good job' • A 
motivating crisis faces us, because this writ has 
now broken down •••• What young people cannot do is 
to become enthusiastic about some standardized parcel 
of knowledge which has no relevance to their immediate 
lives •••• The curriculum (must be) related to life, 
including what is going on in the neighbourhood." 
The areas that Hemming suggests should be developed by schools are: 
" ••• a lively curiosity, breadth of understanding, the 
ability to think for oneself, to communicate verbally 
as well as in v~iting, and to apply practical skills 
to practical problems •••• " 
Further major empirical evidence of the views of school 
pupils on the function of school is provided by Edward Blishen 1 s 
The School That I'd Like,(71) which was compiled from children's 
essays that were entered in 1967 for a competition run by the 
Observer newspaper. A very great number of the statements made in 
Blishen1 s essays were mirrored in the essays collected in this 
survey, and are ~herefore reflected in the category system that was 
developed to code the essays collected by the researcher. (See 
Appendix 3). Blishen himself remarks that on the evidence of the 
essays, the step from primary school to secondary school appears 
to be for many children a "step from excitement and acceptance into 
boredom and rejection".(72) Pupils wish to 11 take upon themselves 
some of the burden of deciding what should be learnt: ••• " (73) 
There is no suggestion, however, that the views 
expressed in the essays collected by Blishen are in any way represen-
tative of secondary school pupils in general. His contributors were 
self-selecting and were by definition well-motivated to contribute; 
it is likely, given the essay title in question, that they would be 
critical of the status-quo in schools. They, or their parents must 
71. E. Blishen, The School That I'd Like, 
(London: Penguin, 1969) 
72. Ibid, p. 11 
73. Ibid, p. 10 
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have (in most cases) read The Observer, and consequently there was 
probably a middle-class and well-educated bias to the contributors. 
I 
Finally, Blishen himself has selected the entries from which to 
quote; he claims that selection was on the following basis.: (7 4) 
"I was looking for any entry, or part of an entry, 
that seemed to me intelligent, interesting, amusing, 
well-expressed. 11 
Provided that these many limitations are kept in mind however, the 
findings are still of interest. The follo-vling quotations are all 
taken from the children's essays, and reflect some of the categories 
constructed by the researcher for the "purpose of school" category 
s·ystem. Whilst some comments reflect the"functionalist" opinions 
expressed in the research already considered, others, interestingly, 
mirror those of the "de-schoolers 11 , which will be discussed later 
in this chapter. The first group of statements refers to pupils 
becQming· independent, and being helped to get on vTith and to 
understand other people. (cf. Categories 36 and 46 that were 
developed later by the researcher: 11 The purpose of school is to 
teach pupils how to get on with different kinds of people 11 and "The 
purpose of school is to prepare pupils for standing on their own 
feet in the world."). 
"Is not the idea of going to school to learn to 'get on' 
with other people ••• ?" Pupils should: "Learn to live 
vTith each other and -vlith 'outsiders' •••• " (75) 
(13 year-old girl). 
School should: 
" ••• prepare its pupils for both citizenship and exams ••• 
a preparation for the world." (76) 
(16 year-old boy). 
School should: 
" ••• pre~are young peo-ple to face life in this modern 
world. \Pupils should.) ••• learn about people and the 
world • 11 ( 77) 
(13 and 15 year-old girls). 
74. Ibid, p. 15 
75. Ibid, p. 29 
76. Ibid, pp. 30-31 
77. Ibid, pp. 32 and. 35 
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" ••• educate young people so that vlhen they go out 
into the \1orld they \1ill be prepared for it." (78) 
(15 year-old boy). 
"I would like to know more about my feUovT man ••• '! (79) 
(17 year-old girl). 
Schools should teach pupils: 
" ••• to und.ers tand and live '1-li th their fellow human 
peings •••• " ( 80) 
(18 year-old girl). 
A second group 
of school to their future 
of statements referred to the relevance 
occupations; both the "functionalist" 
perspective followed by the de-schoolers view and 
were put 
the "conspiracy" 
forward: 
The exam system is "attuned to a competitive and 
technological environment where employers need ••• a 
code of reference that could be applied to their 
own labour needs." (81) 
(17 year-old boy). 
" ••• our grammar-schools in particular are nothing 
more than G.C.E. sausage-machines." (82) 
( 1 3 year-old boy). 
" ••• the function of a school is ••• to produce a 
complete human being useful to society ••• the present 
aim of the majority of schools ••• can be summed up in 
one word ••• qualifications." (83) . 
(17 year-old boy). 
Blishen himself has added that at present many pupils view educatioiJ. 
as: ( 84) "A means of establishing qualifications, of ensuring that 
children leave school with 'job tickets' (or of course, fail to do 
so)"; conversely, many pupils wanted an element of training in 
78. Ibid, p. 98 
79. Ibid, P• 98 
80. Ibid, P• 119 
81 • Ibid, P• 24 
82. Ibid., p. 115 
8 3. Ibid., p. 121 
84. Ibid, p. 113 
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school for the world of work: 
School should teach me "a bit about the job I want 
to take up. 11 (85) 
(11 year-old girl). 
" ••• the pupil must see the trades for himself before 
rp.aking a decision." (86) 
(16 year-old boy). 
There should be: 
"A more varied syllabus ••• the chance to visit more ••• 
factories, to talk with miners, dustbin men •••• We want 
to know more about life and a bit less about books." (87) 
(17 year-old girl). 
"Unacademically-minded youngsters" should be able to 
"try out various jobs before leaving school". (88) 
(16 year-old girl). 
"The school (should) have close ties vri th local 
industry ••• improving ultimate career opportunities. 11 (89) 
(13 year-old boy). 
Industry should: 
" ••• provide short courses on their premises to show 
pupils who are interested in a certain business vlhat 
exactly goes on there, and what particular skills ••• 
are involved •••• " ( 90) 
(16 year-old boy). 
Pupils should be allowed to choose subjects.to align 
11 with their careers or university degrees." (91) 
(18 year-old boy). 
Other areas ·that were frequently mentioned by the children in 
Blishen's survey were: 
85. Ibid, p. 61 
86. Ibid, p. 100 
87. Ibid, P• 98 
88. Ibid, P• 99 
89. Ibid. 
90. Ibid., P• 100 
91 • Ibid., p. 121 
a) The provision of extra-curricular activities: 
'' ••• establishing some definite sorrelation between 
school and enjoyment •••• 11 (92) " ... plenty of r:;ym 
and. games •••• " ( 9 3) . 
(Compare Category 16:-"The purpose of school is to provide clubs 
and sports in the lunch-hour and after school. 11 ). 
b) Helping pupils to express themselves fluently: 
" ••• one of the most important functions of education 
is to teach one to speak, to be articulate, to hold 
an intelligent conversation ••• to express one's 
• II VJ. ews •••• (94) 
" ••• to be able to talk and converse audibly and 
fluently." (95) 
(Compare Category 38: "The purpose of school is to teach pupils 
how to express themselves clearly."). 
c) Developing the abilities of all pupils: 
" ••• try to brin~ their sleeping talents into the 
open air ••.• " \96) 
11 
••• findinB· what I can do and what I can't do •••• 11 ( 97) 
(cf. Category 45: "The purpose of school is to help pupils find 
out vlha t things they're g·ood at." ) • 
d) Tuition about local and national government: 
92. 
93-
94. 
95. 
96. 
97. 
98. 
99. 
"local government and how elections work." (98) 
" ••• to be introduced to politics ••• local 
government •••• " ( 9 9) 
(cf. Category 11: "The purpose of school is to teach pupils hovl 
Ibid, p. 105 
Ibid, P· 104 
Ibid, PP• 63 
Ibid, p. 102 
Ibid, p. 79 
Ibid, P· 59 
Ibid, P• 97 
Ibid, p. 85 
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Britain is run and governed."). 
e) Tuition and manners: 
" ••• thorough grounding in eood manners, tact and 
politeness." (100) 
(cf. Category 34: "The purpose of school is to teach pupils 
good manners."). 
f) Help in learning to think for themselves: 
" ••• the ability to reflect soundly and swiftly on a 
problem, such as reconciline different points of 
view on a. subject and reaching a well-considered 
conclusion." (1) 
"Many children are taueht ideas not their own, and 
are not encouraged to develop ideas of their ovm." (2) 
( cf. Categ·ory 42: "The purpose of school is to develop pupils' 
intelligence."). 
Whilst the find.ings so far discussed on teacher and 
pupil opinions of the teacher's role and the purpose of school are 
important, the major contributions in the field of pupil opinion 
have been mad.e by two large-scale studies: Schools' Council Enquiry 
One - Younp; School Leavers, which was a Government Social Survey 
(1968),(3) and Tell Them From Me,( 4) a survey of Scottish school-
leavers conducted by Edinburgh University Education Department. 
Enquiry One in fact examines not only the opinions of 
school leavers, but: (5) 
11 
••• the interests and motives of pupils betv1een the 
ages of 13-16 and their vievJs on the ac'l equacy of their 
preparation for adult life and \'fork; the teachers' 
100. Ibid, p. 97 
1 • Ibid, -p. 124 
2. Ibid, 1?· 76 
3. 
4. 
R. Norton-\Hlliams and S. Finch, Schools' Council Enquiry One-
Young School Leavers. (Government Social Survey). 
(H.N.S.O. 1968). 
L. Gow and A. McPherson, Tell Them From Me, 
(Aberdeen University Pres~, 19e0). 
5. R. Morton-Hilliams and S. Finch, op. cit. p. IV. 
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knowledge of what is relevant to their pupils; 
and the parents' view of their own and the 
school's role in the education of their children." 
The research for Enquiry One.was conducted in 149 randomly-selected 
schools in England ·and ·wales. Interviews were conducted with young 
people who fell into four categories: 
1) Third-year secondary pupils, aged 13-14. 
2) Fourth-year secondary leavers, aged 14-15. 
3) Fifth-year secondary pupils, and those in their first year at 
work having left school at 15. 
4) Young people aged 19-20. 
Groups 1-3 totalled 4,825 pupils and ex-pupils, whilst group 4 
comprised 4,852 19-20 year-olds. In addition 1,393 teachers and 
headteachers were interviewed, having been selected randomly from 
the schools involved in pupil interviews. (On average, 33 pupils 
and 14 teachers from each school were interviewed). 
Interviews were used owing to the difficulty that many 
15 year-old leavers had with reading and writing. However, 
additional information was provided by teacher assessments of 
individual pupils, and school records. 
The authors of the report commented that:( 6) 
"It is fundamental. •• to consider what each of these 
groups conceives to be the main objectives of 
secondary ·education and whether their views to any 
extent conflict." 
27 items derived from pilot work were included in the 
interview schedule for pupils, ex-pupils and parents, whilst the 
schedule for teachers comprised 24 items. These items covered five 
main areas, which were similar to those arrived at by the researcher 
after the content analysis of pupils' essays on the "purpose of 
school11 (see Appendix 3): 
1) Careers, exams. 
2) Practical life, preparation ·for work, managing money, running a 
home. 
3) Self-development and preparation for everyday life, becoming 
independent, gaining confidence, self-fulfilment. 
4) Broadening the mind, developing interests. 
6. Ibid, p. 31 
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5) Extra-curricular activities. 
The items were assessed by teachers according to the importance 
which they thought the item should have as an objective of their 
school for 15 year-old leavers. It should .be noted that objectives 
relating solely to older leavers, such as being prepared for 
university or college, were omitted. However, only one such item 
vias identified in the pilot \vork, ( -vrhich involved 360 pupils and 
young people, 130 teachers and 100 parents); this item referred to 
the school's role in getting pupils through G.C.E. or C.S.E. exams. 
Striking in the results obtained for the 13-16 year-old 
pupils was: (7) -
'·· " ••• the very wide support given to what has been called 
the instrumental role of the school, that is to those 
aspects which provide the keys to success in later 
life ••• knowledge and skills which would enable them to 
obtain as good. a job or career as possible; ••• " 
In addition, pupils were concerned. to learn about: (a) 
" ••• the practical aspects of everyday livin~, managing 
money, running their homes." 
They believed that schools should assist the individual pupil to 
"develo~ as a person so that he could successfully cope \vi th 
life." ~9) In contrast, the authors found. that those functions 
emphasised by teachers in the research discussed. already in this 
chapter, were little valued: ( 10) 
" ••• the expressive functions of the school, providing 
interests and. enjoyment, recreational or cultural, 
givin~; outlets for energies and emotions, broadening 
the mind and increasing awareness of the world, were 
rarely seen as of importance •••• " 
Extra-curricular activities were enjoyed by pupils, but their 
provision was:,not seen as an important function of the school. 
In summary: ( 11 ) 
"In the eyes of these youngsters ••• the main purpose of 
7. Ibid, p. 32 
8. Ibid. 
. / 
9. Ibid. 
10. Ibid. 
11 • Ibid.·~ 
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school. •• was to provide the tools necessary for 
success in later life. The process might be enjoyed, 
but this was incidental. This same broad picture was 
found whatever the expected leaving age •••• " 
In particular, 8696 of male fifteen year-old leavers, and 88% of 
female leavers considered that it was !Ivery important" that schools 
should teach them things which would help them to get as good a job 
or career as possible, whilst the authors also found that more 
academic pupils who intended to stay at school until they were 16 
( 12) . 
or older: 
" ••• may have an even more narrowly functional idea of 
what the main aims of· their education should be than do 
the 15 year-old leavers." 
This emphasis on the instrumental role of the school in assisting 
pupils to get jobs, and in fact "allocating'• them, through examin-
ations to various employment sectors, was mirrored in the results of 
the content analysis of the pupils• essays conducted by the 
researcher, which is discussed in C-hapter eight • (Despite the 
fact that youth unemployment had risen considerably by the time that 
the research for this study was undertaken). Categories arrived at 
by the researcher involving jobs and careers were also reflected 
in the findings of Enquiry One: ( 13) 
"Also widely desired were that they should be taught 
things which would be of direct use to them in their 
jobs and that they should learn about different sorts 
of jobs and careers so that they could decide vlhat they 
wanted to do. It is of note that two-thirds \.,rished to 
be helped to do as vTell as possible in examinations 
although in fact they would be leaving before the year 
in which G .C .E. or C .S .E. are normally taken •••• There 
were virtually no differences between the sexes in the 
demand for any of these careers functions of the school, 
and there was no clear differentiation by the year they 
were in at school or whether they had recently left." 
The leavers also valued help in learning vrhat it would be like vrhen 
they started work, and visits to see what was involved in different 
types of employment. There \'las also a general consensus amongst the 
leavers that they should be taught how to manage thei_r money, and 
about rates and taxes. Girls believed that they should be learning 
things useful in the running of a home, such as child-care, 
decorating and. so on. In addition, three-quarters of the girls 
stressed the importance of speaking correctly and fluently and heine 
12. Ibid, p. 37 
13. Ibid., p. 32 
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able to express themselves easily in vJriting, whilst/ 14) 
"The ability to \-Iri te correct English was even more 
y.~idely held to be important by those who had just 
left than by those still at school." 
Two objectives relating to self-development were also hiehly valued 
by rrtore than two-thirds of the 15 year-old leavers. These were that 
the school should help pupils to become in~ependent and capable of 
standing "on their ovm feet", and that it should teach them what was 
right and-wrong. (both of these aspects were exactly reflected in 
categories developed by the researcher). Pupils Here found to be less 
keen for the school to assist in developing their personalities and 
characters. In general, all of the items concerned with self-
development were regarded as more highly desirable functions of 
school by girls rather than by boys. 
A third school function identified was comprised of 
activities aimed at:( 1S) "broadening the mind, developing interests 
and increasing· awareness and enjoyment of life." This area was not 
in general viewed by pupils as being an important function of the 
school. However:( 16 ) 
"The t1.oio ideas \vhich received most support were that 
the school should teach plenty of subjects so that 
pupils would be interested in a lot of thins·s and that 
they should be hel~ed to know what was going on in the 
V.JOr ld o o • • 11 
(Again, these two areas formed separate categories in the 
researcher's content-analysis operation described later). Indeed, the 
category referring to the school's function in teaching pupils "lots 
of different subjects" was by far the most frequently used by 
pupils writing the essays). 
The results for the 19-20 year-olds in the sam~le were 
reported separately and may be summarised briefly here: The authors 
suggest that the experience of some of these young people after 
leaving school convinced them that:( 17) 
15. Ibid. 
11 
••• v.Jhen they were at school they did not have sufficient 
awareness of their own capabilities and future interests, 
or knowledge of the different types of jobs available 
to decide which of the specifically vocational subjects 
16. Ibid, p. 36 
17. Ibid, p. 37 
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Also: ( 18 ) 
would be of use to them later." 
"Learning to speak ·Hell and easily and. being able to 
put things in writing easily were even more widely 
seen by 19 to 20 year-olds than youngsters as being 
of gTea t importance ••.• " 
Whilst:( 19) 
"Young men were rather more inclined than boys to 
~hink it very important that the school should help 
them to become independent and able to stand on 
their own feet and that it should try to develop 
their personalities and characters .n 
Interestingly, the parents of the 15 year-old leavers shared their 
children's view that the instrumental role of the school was of 
paramount importance, and it is of course reasonable to assume that 
the parents opinions about "the purpose of school~' are transmitted 
to their children to some extent. Morton-Williams a..nd Finch found 
that: ( 20 ) 
nparents of 15 year-old leavers almost universally saw 
as very important functions of the schools the teaching 
of things that would enable their child to obtain as 
good a. job as possible, and the imparting of the basic 
skills •••• " 
In addition the parents believed that moral training was a very 
important function of the school, but they did not ree:ard personality 
and character development a.s being a. main function.C 21 ) 
There were however nconsidera.ble differences" betv1een the 
views of teachers on the importance of the various school functions 
and the views of the 15 year-old lea.vers and their parents, already 
discussed:( 22 ) 
18. Ibid. 
19. Ibid, 
20. Ibid. 
21 . Ibid, 
22. Ibid. 
nThe aims most widely seen by teachers as of f7eat 
importance were the development of pupils' characters 
and personalities, helping them to become independent 
and able to stand on their 0\m feet, teaching about 
right and wrong, shov1ing them how to behave so that 
P· 38 
P• 41 
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they \.Jould be confident and at ease vlhen they left 
school, teaching them hov1 to speak vlell and easily 
and helping them in their personal relationships." 
Most importantly, and supporting the finding-s of the research 
discussed earlier, the school's 11allocating" and "trainine" role for 
the world of work received substantially less support from teachers 
than from pujlils and parents, whilst the development of pu::9ils' 
personality and character receiyed more em~hasis fro~ teachers than 
from either of the other groups:( 23;---
" ••• in particular, teaching things which vrould be of 
(lirect use in jobs and to do as well as possible in 
examinations vrere rarely seen as important aims. Heads 
vi ere even less inc lined than other teachers to think 
the school should be much concerned with teaching 
vocational subjects or other things directed at 
enablinp,- pupils to obtain as c;ood jobs as possible." 
Teachers did place more emphasis on providinG information about 
different sorts of employment and on preparing pupils for startin&' 
work, but even these functions were considered a.s being less 
important by teachers than by pupils or their parents. 
In addition, other areas that pupils considered to be 
important functions of school \vere emphasised less by teachers, 
expecially teaching about money-management and running a home. It is 
interesting· to note that these findings appear to support those of 
Musgrove and Taylor( 24) cited previously, v:ho stated that teachers 
had a 11 remarkably idealistic"( 25) view of their purpose. 
23. Ibid. 
In summary, then: (26) 
"Poth 15 year-old leavers and their parents very vddely 
saw the provision of knowledge and skills vlhich viould 
enable young people to obtain the best jobs and careers 
of vlhich they \-iere capable as one of the ~ain functions 
that a school should undertake. Teachers, however, very 
generally rejected the achievement of vocational success 
as a major objective of education. It is evident there-
fore that conflict and misunderstanding may arise between 
the short-term viewpoint of parents and pupils ••• and the 
long-term objectives of teachers who see their 
24. F. l1usgrove and P.R. Taylor, "Teachers' and Parents' Conception 
of the Teacher's Role~, op.cit. 
25. Ibid, p. 178 
26. R. Morton-Williams and S. Finch, op.cit. p. 45 
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responsibility· as preparing pupils for the vlhole of 
their future lives." 
Enquiry One also asked pupils' opinions on the value and 
interest that the various school subjects possessed in their eyes. 
The results were of interest since specific subjects were mentioned 
by some pupils in their "purpose of school" essays, as will be 
discussed in chapter etght 
Enquiry One's results in fact reflected the emphasis of 
the pupils' essays:( 27) 
"Tvm subjects stand out as almost universally valued 
by the 15 year-old leavers, namely maths and English. 
Next most widely regarded as useful \vere the practical 
subjects which were taken mainly by boys only or girls 
only. The girls were almost unanimous in agreeing that 
housecraft subjects were useful •••• For boys metal-wor-k, 
engineering and woodwork were the next most generally 
seen as useful, ••• of the subjects in the humanities 
BTOup ••• current affairs \vas the most readily seen as 
useful." 
These results clearly mirror the findings of Enquiry One that have 
already been discussed: pupils valued subjects relevant to the world 
of employq~ent, and those enabling them to run a home. Again then, the 
highly instrumental role that the school has for children is 
emphasised. It was also notable that the least useful subjects, 
according to the pupils questioned by Enquiry One, were History, Art, 
Religious Instruction and Music. 
\<Then pupils were asked about their interest in the 
different subjects, it was in general the case that the "useful" 
subjects were also considered to be interesting, although this was 
not ahrays so. Girls considered housecraft subjects and boys metal-
vJOrk, engineering and \vorkshop practice to be the most interesting. 
HovTever, P.E., games, Art and History received "considerably more 
support" ( 28 ) for their interest than for their usefulness, -vrhilst 
Music, R.E. and foreign languages were considered to be both 
11 useless 11 and boring. The authors found that opinions about subjects 
varied little betv1een pupils aeed from 1 3-16 and young people who 
had left school the year before, although older leavers more 
frequently vievred science subjects as being both interestine and 
useful. 
The 19-20 year-olds who panticipated in the survey were 
27 • Ibid , p. 56 
28. Ibid, p. 58 
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also asked. to name three school subjects which they eonsidered to 
be useful, and to state in what ways they \·Tere in fact useful. 
Again, their replies em};lhasised their instrUI!Iental vieH of the role 
of the school:( 29) 
"For men vlho left school at 15, over half the 
qescriptions vTere ways in 1'-'hich the subjects were 
useful to them in their jobs or in furtherin5 their 
career ambitions. Among the woman a third of the reasons 
related to jobs •••• But for vlOman ••• usefulness in the 
home or when they vrere married (housecraft and cookery) 
was also important •••• Fevrer valued them because they 
provided or widened interests ...• Maths was seen very 
widely as of importance vocationally. It vras also found 
to be generally useful in life •.•• English was frequently 
valued as providing the basic skills of writing, 
spelling and speaking properly v.rhich were seen as 
essential in many jobs 211d very generally in life." 
The young men in the sample valued technical drawing, metalwork, 
engineering, woodwork and science as all being very useful vocation-
ally. 
Many pupils and young 9eople found subjects that they did 
not regard as beinG "useful", borine. Again, "usefulness" was 
related to future occupation. Pu:9ils commented:(3o) "If you eet a 
job you don't use science and music." "I'n not interested in them, 
they won't be of any use to me •••• " (P.E. and vwodwork). "It had 
nothing to do v.ri th ray career •••• " (Art). "People don't want to know 
about these things in a job. They are no use when applying for a 
job •••• " (R.E. and Geography). 
A further part of Enquiry One's survey dealt with those 
aspects of life vrhich the sample of 15 year-old leavers regarded as 
being "important 11 • Again, the results of this part of the enquiry 
support the earlier findings already discussed. The authors state 
that: ( 31 ) 
"Fifteen year-old leavers readily saw the relevance of 
school activities which appeared to them to be further-
ing their occupational intentions." 
The pupils were presented with lists of issues (derived from 
discussion with pupils, parents and teachers) to rate as important 
or unimportant. Both boys and c;irls, as a group, placed "havine- a 
job which you like 11 (32 ) first in importance; 96% of boys· and 99% 
29. Ibid, p. 64 
30. Ibid, p. 66 
31. Ibid, p. 167 
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of girls regarded this area of life as being important. (The 
findings were the same for pupils who were staying on at school, but· 
the 15 year-old leavers were more concerned to be earning money and 
to start work as soon as possible than were pupils who were staying 
on). "Helping us to get a job which we will like", was, as will be 
discussed in chapter eight, frequently mentioned by pupils in their 
essays as an important "purpose of school". (However, "Helping us to 
get a well-paid job" was regarded as even·more important). 
The teachers in the Enguiry One sample were also asked 
to rate the items in the list as they believed that the leavers 
would. (A similar procedure was also used by the researcher, see 
chapter ten). The teachers as a group did not believe that their 
pupils attached the great importance that in fact the pupils did to 
obtaining a job which they liked. 
Pupils and young people who had left school were also 
questioned about their attitudes to school in general, and their 
experiences of school. Interestingly:(33) 
"The reasons much the most frequently given by the 
19 to 20 year-olds for wishing they had stayed on 
were that it would have improved their employment 
prospects, they could have got better jobs •••• " 
The fifteen year-old leavers even more than those pupils remaining 
at school after this age:(34) 
" ••• wanted their education to be concerned with 
preparing them for their working life ••• (also) 
they wanted to learn things which would be useful 
in everyday life." 
Further insight into the views of school-leavers about 
their education is provided by Tell Them From Me,(35) a collection of 
responses to two postal surveys (comprised of mainly fixed -
alternative questions) of a "representative sample" of Scottish 
school-leavers carried out in 1977 and 1979 as part of the National 
School Leavers' Survey conducted at Edinburgh University. The sampl-
ing ratio was 40% in 1977 and 1 0 or 20% in 1979, depending on the 
respondents' level of qualifications. Eighty schools, or approxi-
mately one-fifth of Scottish Secondary schools, were represented. 
33. Ibid, p. 215 
34. Ibid, p. 221 
35. L. Gow and A. McPherson, op. cit. 
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The young people questioned had left school approximately nine 
months previously, and a response-rate of SO% was obtained in both 
years. In addition, respondents were invited.'to append any further 
comments on the blank back page of the questionnaire, and Tell Them 
From Me draws entirely upon these additional remarks. 
The authors support their aim of giving pupils and 
school-leavers 11 a voice11 (36) by quotin~ an article by W.J. Weatherby 
in The Guardian: 
"What we lack for a real understandin&' is the voice of 
Qhildren talkin~ to themselves or each other on the 
deepest, most truthful level, and adults are never 
allowed to eavesdrop on that." 
The same comment can certainly be taken as applyin~ also to the 
present research. 
Gow and McPherson deal with the issue of the 
11 representativeness" of the responses by claimin:- that the "authority 
of experience" of each individual pupil is in itself valid: 
"It is precisely because a person's life is what it is 
that it claims our recognition; and this claim does 
not diminish because it is one of many." 
and they also point out that non-certificate respondents accepted 
the invitation to write additional information in equal measure, 
irrespective of whether they had ,ood or bad experiences of school 
to report. (There was a slight tendency for more unemployed 
youngsters to add comments than the employed, however; the discrep-
ancy being less than 9%). In the case of 1 0 1 grade and 'H' leavers, 
10% more pupils who had unfavourable comments to make completed the 
open-ansv1er page, when comparet ~) those who made favourable 
remarks. The authors conclude: 3 
11 0ne's overall conclusion is, then, that the open-ended 
comments were offered by a group of leavers whose 
experiences closely matched those of all school-leavers 
in Scotland." 
The comments included in the report are mainly those of 
11 non-certificate" leavers (i.e. those who have attempted no 'O' 
grad.e exams) or those of pupils who sat only one or two 'O' grades 
and achieved no passes. The authors state that in 1979, 35% of the 
secondary-school population left school with no '0' e;rad.e passes, 
and. 31% did not even sit an 'O' grade exam. (Very few Scottish 
36. Ibid, p. 5 
37. Ibid, p. 10 
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schools presentcpupils for the English and Welsh C.S.E. examina-
tions; a new "Foundation" course in some subjects for non-academic 
pupils is presently beini' "pilotedtt in selected Scottish compre-
hensive schools). At the other end-of the spectrum, 30% of leavers 
attempted at least one 'Higher' certificate. (Passes at 4 'Higher' 
subjects being the minimum entry qualification for Scottish 
Universities). 'Higher' leavers completed a 16-page questionnaire, 
'0' grade leavers a 12~page one, and non-certificate leavers a 
6-page version. Different versions of the three "levels" of 
questionnaire were also produced, and administered to different sub-
sets of the sample, but all versions had certain questions in common. 
These referred to the leavers' evaluation of their schooling, the 
degree of help that they felt they had received from careers-
officers and others, subjects studied, exams taken, truanting, 
corporal punishment, and present occupation. 
In 1977 the blank page of the questionnaire simply 
invited 'H' and '0' grade leavers to make further comments, but 
non-certificate leavers were prompted by suegestions tha,t they mieht 
care to say \vhat they liked and disliked about their last year at 
school and how teachers could have made the time more useful. They 
were also asked to relate what they had done since leaving school. 
In 1979 a prompt of this kind was also given to 'H' and '0' ~ade 
leavers. In 1977, 63% of the non-certificate group offered comments 
(more of this £roup did so than of either the other two ~oups). 
In 1979, more non-certificate ~irls than anyone else made comments. 
(Around 66% of this group did so). 
The instructions on the questionnaire informed respondents 
that they \vere wri tine to a "Doctor", (a member of the research 
team) who wanted to gather:(3S) 
" ••• information on the views and experiences of school-
leavers to help improve education •••• " 
and the authors conclude, on the subject of the honesty of pupils' 
response, that pupils appeared to believe that teachers, "careers 
people" and "higher-up people who run the schools" ( 39) \vould be 
38. Ibid, p. 10 
39. Ibid., p. 11 
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interested in their replies, and. that:(40) 
" •••. many kids, now that they were avTay from school, 
:relished the prospect of letting· their teachers 
know vThat they really thought of school." 
( 41) 
This sugt:;estion that pupils "clearly enjoyed expressing themselves" 
supported the researcher's own findings. (See chapter four ) • r1any 
respondents also stressed their desire to help and advise those 
children who were about to leave school. These factors, coupled with 
the guarantee of anonymity that was given to all respondents and 
the apparent lack of any motive for deception, led Govl and McPherson 
to state that:( 42 ) 
" ••• one's overall impression is that they generally 
took the job very seriously and wrote honestly about 
their experiences, feelings and opinions." 
Interestingly, this survey, like the researcher's, used 
both the free-response (essay) and questionnaire methods of gathering 
information. The authors of Tell Them From Me suggest that both 
methods have the advantag·e over an interview that respondents have 
more time to consider their responses, and may be more frank and 
less anxious to "impress" on paper than in a face-to-face situation. 
As with Blishen's(43) collection of essays referred to 
earlier (see p. 29 ) , Tell Them :B'rom Me is open to the obvious 
criticism of editorial bias in the selection of pupils' responses 
for printing. Lesley Gow developed a content-analysis system to 
analyse pupils' open-ended responses in 1977, and the editors claim 
that their choices were:(44) 
" ••• guided by the general correspondence between the 
content of the leavers' accounts and what the 
quantitative analyses (of the questionnaire responses) 
seemed to be sayin£'. 11 
The emphasis on non-certificate pupils' views in the selection is 
justified, according to Gmv and McPherson, by the fact that these 
40. Ibid. 
41. Ibid, P· 12 
42. Ibid." 
43. E. Blishen, op.cit. 
44· L. Gow and A. McPherson, op.cit. p. 17 
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children 11 oftert had something extra to say11 (45) and conveyed a sense 
of "urgency", ( 46 ) together with qualities of "insight, vigour and 
expression that others lacked 11 .(47) These qu81ities, the editors 
state, were most apparent in the writing of those pupils who had 
experienced "failure and rejection 11 (48 ) at school, and were 
generally absent in those of pupils \vho had "experienced success"(49) 
at school, of \•Thorn Go\'r and McPherson write:( 50) "Success appears to 
have inhibited (their) readiness or ability to "1-Tri te more generally 
about the meaning and purpose of their education." In addition, the 
focus on non-certificate pupils is intended to compensate for the 
fact that according to the editors, most surveys concentrate on 
"the more successful pupils",(51 ) and that as a result little 
information is available about non-academic children. 
In all, 4,000 respondents' replies were studied, and just 
under 400 were included in the published account; only 1 O% o.t:. these 
were \vri tten by "academic" pupils. The topics covered were, of course, 
chosen by the young people themselves: selection and rejection; 
truancy; discipline and corporal punishment; curriculum and 
relationships; working life and unemployment. 
The editors comment that:(52 ) 
"'l'he one feeling that was, perha]!>S, expressed most 
strongly and most frequently ••• was a bitter sense of 
rejection among non-certificate boys and girls at their 
exclusion from certificate course-work ••• what comes 
through ••• is a strong sense of resentment at \vhat was 
felt to be inferior treatment ••• compounded by ~,o.rhat 
some pupils thought was the unfair labelling of their 
abilities •••• 11 
The editors state that because of the lack of any alternative 
examination or course to '0' grade for non-academic pupils, for the 
45. Ibid. 
46. Ibid. 
47. Ibid. 
48. Ibid. 
49· Ibid. 
50. Ibid, p. 18 
51. Ibid. 
52. Ibid, Pl' • 25-26 
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majority, "their school experience has been predominantly one of 
failure".( 53) Consequently pupils' comments contain hardly any 
accounts of the "intrinsic attractions, or even utility of their 
subjects".(54) Instead, and importantly:(55) 
"Their courses i·Jere judged primarily in terms of the 
qonsequent attention of teachers and of their (mixed) 
experience of the value of '0' grades for findin~ a 
job. 11 
'I'hus once again the utilitarian, functional attitude on the part of 
pupils to the 11 purpose of school" has been stressed. Hovtever, Go1t1 
and McPherson comment that "certification for employment" (56) has 
little relevance in a time of hi~h unemployment, especially to 
those pupils who fail to gain certificates, and who are thus in the 
weakest competitive position when looking for work. Compulsory 
attendance at school is unjustifiable, the editors believe, unless 
equal attention and care can really be given to pupils of all 
academic abilities. (It is this situation that the new 11 Foundation" 
courses referred to previously seek to remedy). Gow and McPhers~n 
found that less than 25% of non-certificate pupils reported that 
their last year was "worthwhile", and )ust under 50% stated that 
they had "enjoyed" their last year,(57 whilst over half of the 
pupils who had sat some '0' grade examinations believed that their 
last year had been worthwhile, and 70% had enjoyed it. 
The first section of pupils 1 responses d.eals with the 
sense of ne£'lect that many non-certificate pupils felt during· their 
last year at school. Many of the cate~ories developed later by the 
researcher from children.' s essays on "The Purpose of School" are 
reflected in the remarks of Gow and McPherson's pupils: 
"We were just put there in the class to keep us from 
roaming; the street and maybe gettin' into trouble •••• "(58) 
(cf. Category 19: "The purpose of school is to keep pupils off the 
streets".). 
53. Ibid, p. 26 
54. Ibid, p. 27 
55. Ibid. 
56. Ibid, p. 28 
57. Ibid .• , 
58. Ibid, p. 29 
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"VJhat· I d.id not like about f.'!Y school was that they did 
not care what you done." (59) 
and: 
"If you vlere not interested in '0' levels then the 
teachers couldn't be bothered \-lith you." ( 60) 
.. 
What the pupils clearly wanted vias tuition and guidance relevant 
to their future lives in the "outside \-lorld 11 : 
"I liked Ene·lish because vre got filling in forms and 
doing thing·s that would hel-p you \-lhen you left 
school." ( 61 ) 
11 
••• school does not pre;:>are you enough for work or 
going out into the 'big vTide world' ••• showing us v1hat 
the world outside was like •••• " ( 62) 
" ••• no one told me anything about the social 
security •••• " (63) 
" ••• my last year ••• was quite useful because the 
teachers gave you some idea of what it \-.rould be like 
vlhenwe left school. ..• " (64) 
'' •.• (for) the less able pupils ••• the attitude was 
1 \-le only have to ;;JUt up vli th them tmtil they reach 
S.L.A., we'll just keep them occupied until then', 
with no care about preparing them for life outside 
school in any vmy ." ( 65) 
( 'H' pupil). 
( cf. Category 46: ''The purpose of school is to prepare nu-pils for 
standing on their own feet in the world."). 
Once again it was also powerfully evident that for most pu~ils, 
"life outside school" meant v1ork, despite of the ra-pidly tr.cowing 
tmemployment figures at the end of the 1970s. The difficulties of 
finding a job, applying for it and undergoing an interview were 
frequently mentioned as areas in which i!Upils \-JOuld have welcomed 
59. Ibid, p. 30 
60. Ibid, p. 29 
61 • Ibid, p. 66 
62. Ibid, pp. 69-70 
63. Ibid, P· 74 
64. Ibid, P· 68 
65. Ibid, D. 100 
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., 
more help from the school: 
" ••• they should have groups at night ••• so that they 
can learn how or what to expect during interviewing 
and how to fill out application forms, and h0\'1 to 
speak on the ph~ne to the man who might become your 
boss." (66) 
"Some of the thinF,s I found difficult ••• were the forms 
that had to be filled in and also the people whom I 
had to notify of my starting work." (67) 
" ••• I think instead of just sitting about their last 
year they could be teaching them how to go about 
looking· for a job." (68) 
"I think it would be a good idea in school to ••• f,'et 
the boys and g·irls to set out interviews to e-ive them 
more confidence when it really becomes the time to 
go for an interview for a job." (69) 
" •.• there should be courses for them to learn how to 
handle intervievls and how to fill in applications." (70) 
" ••• the teachers could have helped by telline us about 
jobs and how to apply for them." (71) 
" ••• schools should have classes to show pupils how to 
go about gettin€ jobs •••• " (72) 
"My last year at school was good. Because the teachers ••• 
helped in every way to tell us about finding a job that 
we liked. Telling us what it would be like starting a 
new job and all the different things about the 
jobs •••• " (73) 
(cf. Categories 1, 3, and 7: "The purpose of school is to prepare 
pupils for working with other people when they leave." "The purpose 
of school is to help pupils choose a job" and: "The purpose of 
school is to help pupils get a job that they will like. 11 
Pupils also would have vrelcomed visi tin~ speakers into school to 
66. Ibid, p. 88 
67. Ibid, p. 89 
68. Ibid, p. 38 
69. Ibid, p. 70 
70. Ibid, P• 74 
71 . Ibid, p. 96 
72. Ibid, p. 65 
73. Ibid, P· 68 
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tell them about careers: 
" ••• different types of people from different jobs to 
come and tell you about it ••• that helped me a lot." (74) 
"The thing I liked ••• viaS when we had someone from both 
the army and the ••• navy visit the school. They gave 
us an idea what it would be like in both these 
careers •••• " (75) 
and also .job experience \oihilst still at school: 
74. Ibid, 
7 5. Ibid. 
C I 
76. Ibid., 
77. Ibid, 
78. !bid, 
f/9. Ibid. _ 
80. Ibid. 
81 . Ibid. 
/ 
82. Ibid. 
"I think before you leave school that you should be 
shown round works and collee-es to give you an idea of 
what you're going to be •••• " (76) 
"Young people (should) get a chance to make use of that 
stupid last year at school to see and learn about what 
he's going to do for the rest of his life." (77) 
"1tlhen looking for a job the school should let pupils 
go ~ than one day a week for work experience in 
their last year •••• 11 (78) 
"I think there should be a scheme where boys and girls 
in the last year at school should be able to try a job 
which they want to be \vhen they leave school. ••• " ( 79) 
" ••• the last 6 months they should take you into colleges 
and sho\or you some works and help you get an idea of 
what a job is about •••• " (80) 
" ••• the schools should try and work out a scheme for 
pupils so they can taste the sort of job they'd like •••• " (81) 
" ••• schools could maybe start a scheme vi here pupils in 
their last year at school could maybe go out one 
morning, afternoon or even a day to an office or a 
shop for more experience." (82) 
" ••• some of (the teachers) helped you to find out all 
about the different kind of jobs you could do and what job \orould suit you best ••.• We €Ot taken round a textile 
factory to see what like it was ••• how much you got, 
p. 75 
p. 33 
p. 67 
P· 69 
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what time you started and finished •••• 11 (83) 
11 
••• schools should set up a number of jobs while still 
at school, maybe for 4 weeks or 6 weeks to give some 
experience to pupils and let them see what it is to be 
like working." ( 84) 
11 
••• to help young people leaving school at 16 should be 
given the opportunity to yisit various types of industry. 
This would help them decide what type of job to look for. 11 
. ~ (85) 
Perhaps most of all, however, the open-ended answers reveal that the 
young school-leavers wanted courses related to future occupations. 
(cf. Category 5: "The ·purpose of school is to teach pupils subjects 
and skills that can be used directly in a job."). Part of the 
survey's aim was to u.11cover the extent of truancy amongst non-
certificate pupils. The editors claim that their 1977 survey 
revealed that "serious truancy" was concentrated in fourth year 
amon&st non-certificate pupils. A third of non-certificate boys and 
a. quarter of non-certificate girls were classed as serious truants, 
having absented themselves for several days, (sometimes weeks) at 
a time. In the 25% of schools vlhere truancy had occured most 
frequently, over 20% of pupils in each school had been absent for 
several days or longer. Gov1 and McPherson state that: ( 86 ) 
" ••• we can legitimately infer that for non-certificate 
pupils, the perceived irrelevance of much of their 
school vrork, the perceived inadequacy of the provision 
and their sense of being treated as relatively 
unimportant ••. must at the very least have legitimised 
their truancy in their own eyes, (and) may indeed have 
triggered it off, •••• 11 
The remarks of pupils themselves support this view: 
"I didn't attend school regularly because in my last 
year the school didn't give us anything of interest •••• " 
( 87) 
n I think school vrould have been much better if the 
teachers had tried to collli'Junicate 11i th the pupils and 
83. Ibid, p. 68 
84. Ibid, pp. 87-88 
85. Ibid, p. 92 
86. Ibid, p. 41, Quotation from E. C0pe and J. Gray, "Fieures 
qnd Perspectives on the National_Problem of Truancy: an Ouening 
Discussion, Collaborative Research l'i!evJsletter, Eo. 3, 
(Edinburgh, C.E.S. 1978). 
87. Ibid, p. 42 
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asked them what subjects would be most useful to them 
and also most interesting." (88) 
"I think that \orhat someone ·,.,rants to do for a career, 
everything should be done to help him or her. 11 (89) 
11 In my final years I vias uut into a class to study 
social science, This subject was to be no use in my 
chosen career. The careers officer should have helned 
me in the selection of 1 0 1 level subjects Hhich would 
be pertinent in gaining employment." (90) 
" •.• if one :person vJants to do a job ••• he should have 
more time at the subject; that would hel, him to get 
the job that he Han ts and then I think they \vould try 
a lot harder,;,," (91) 
"I was not learning anything that \orould help me very 
much in Hhat I wanted to do after I left ••• I would have 
taken great ple2.sure in my schoolinB' if I could have 
been trained •.• in I1otor Mechanics." ( 92) 
"I didn 1 t like GeogTaphy or French ••• because I didn 1 t 
think I would have any use for it, I would rather have 
done mostly bricklaying and painting •••• " (93) 
''I think there should be more vocational traininB' ••• as 
opposed to academic work." (94) 
rtThe time could have been more useful if the teachers 
had asked what we wanted to do vihen we left school and 
given us a. course concerning the job you would like •••• " 
(95) 
Some pupils, however, clearly vlished that they themselves had worked 
harder, so that they might have had a better chance of a more 
interesting job, or a job of any kind. The clear assumption of these 
pupils is again tha,t certificate passes mean better job prospects:(96) 
88. Ibid. 
89. Ibid. 
90. Ibid, 
91. Ibid, 
92. Ibid, 
93. Ibid, 
94· Ibid, 
95. Ibid, 
96. Ibid, 
", •• I just wish that I vrould have studied more so I 
could have got a job which vias not boring and you got 
somev.rhere in life," 
11 If I had worked harder a.t school instead of playing 
trua.nt ••• I think I would have made a better career for 
P.J.yself, 11 
p. 43 
P· 56 
P• 65 
P• 66 
p. 69 
p. 68 
p. 32 
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11 
•• • novl you can't €'et a job vii thout '0' levels. The 
vork I have it's nothing exciting and now I realise 
I sho1,1ld of stayed on school long·er as I vmuld. of 
had a better job .••. 11 (97) 
11 
••• I think employers tend to vlan t people 1vi th 
qualifications even if they are not required in 
the job." (98) 
Other pupils, hm·rever, like the "deschoolers" and like 
GoH and McPherson themselves, "saw through11 the claim that the 
certificates that the school provides are an autol!latic :9ass;Jort to 
success: 
"Anyway, '0' grades are not a definite guarantee of 
acquiring a job." (99) 
"I feel that the whole system of education in Scotland 
is a complete failure ••.• " ( 100) 
Meanwhile for some pupils, clearly the only "purpose of school" 
was to act as a meeting-place for friends. (cf. Categories 14 and 
15: "The purpose of school is to J_)rovide a place vlhere pupils can 
mix and make friends" and: 11 The ],mrpose of school is to give :oupils 
somevlhere to have a good time."). 
97. Ibid, 
~98. Ibid, 
99. Ibid. 
100. Ibid, 
1 • Ibid, 
2. Ibid, 
3· Ibid. 
4. Ibid, 
"School was a place where y,ou could see all your friends 
and have a laugh." ( 1 ) 
"What I liked about school vras the many friends I 
made •••• 11 ( 2) 
"I liked school. •• because vle used to have a great time, 
and I miss all my PALS because we used to have a great 
laugh." ( 3) 
" ••• my last year ••• vras a time to meet all your school 
mates." ( 4) 
P· 34 
P• 35 
p. 37 
P· 49 
p. 53 
P· 56 
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and: 
"What I liked about school was that you made new 
f:r;:iends and g·ot on with people you didn 1 t know 
existed ••• it gave you a chance to meet people; ••• " (5) 
" ••• I miss my friends from school. That's all I miss 
about school." ( 6) 
"I like school because you meet a. lot of people." (7) 
The school's role as a centre for youn~ people to meet and mix is 
perhaps so obvious as to be often overlooked; it is clearly of 
great importance to pupils themselves. As far as individual subjects 
are concerned, Gow and McPherson comment that: "There was wide 
agreement on the importance of the 3Rs, and often re~et when they 
had not been mastered, ••• " ( 8 ) Also: 
" ••• just under a third. of non-certificate leavers 
indicated that they would. have liked to have spent 
'more time in their last two years ••• learnin~ to 
read better' and t1.1ro out of three would have liked to 
have spent more time 'learninc- to do sums better' • ( 9) 
These finding-s are reflected in the use of Cate£'ory 32: "The purpose 
of school is to teach pupils to read, write and count." 
The editors found that academic subjects were rarely 
mentioned favourably by non-certificate pupils: "Nor did social, 
religious, aesthetic or moral education loom large in what non-
certificate leavers appear to have valued."( 1o) A~ain there was 
evidence that practical subjects had been valued because of their 
apparent connection with future career--prospects; pupils "often 
wished that more such opportunities had been available."( 11 ) In 
addition, "experiences such as co~~unity service that increased 
contacts with the world outside school were almost always 
appreciated: ( 12 ) 
5. Ibid, p. 57 
6. Ibid, p. 65 
7. Ibid, p. 68 
8. Ibid, P· 61 
9. Ibid. 
10. Ibid., 
11 • Ibid. 
12. Ibid, 
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"vie Hent on visits to lots of different hospitals, 
q~d people's homes, children's homes. At cooking 
v1e Here sho"~>m what kinds of .meals to cook for small 
children and old people." (13) 
(cf. Category 18: "The purpose of school is to take us on trips 
and visits outside·school."). 
Link courses with F.E. Colleges too were valued because of their 
closer contact with the "~>Torld of v1ork; once again, it is quite 
evident that pupils wished to be prepared for leaving school and 
the "world outside":(!4) 
"When I left school and went to work it was very 
different from school. At school there vTas not much 
discipline, I think there should have been more, and 
at work there is quite _a lot of discipline. Lack of 
discipline at school I think started me off on the 
wrong foot. I thought work would be much the same as 
school and. no one ever told me that it was not." 
( cf. Category 40: "The purpose of school is to teach pupils 
discipline."). 
The final chapter of Tell Them From Me is composed of 
comments from leavers "~>Tho had follo"~>Ted "certificate" courses at 
either '0' grade or 'Higher' level. It is interesting to note the 
extent to which their remarks mirror those of the non-certificate 
leavers. Gow and McPherson commented that: 
" ••• the question of the utility of the curriculum, 
and of its relevance, interest and importe~ce, also 
preoccupied many of the academically more able 
school-leavers." (15) 
and the following examples of certificate pupils' comments 
illustrate this clearly: 
1 3. Ibid, 
14. Ibid, 
15. Ibid, 
16. Ibid, 
17. Ibid~-
"They didn't think \>That we might "~>Tant to do after 
leaving school ~Dd these subjects might not help 
us. tl ( 16) 
"I found we 1-Tere never advised about our future 
at all." (17) 
p. 66 
p. 62 
p. 101 
p. 103 
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18. Ibid,, 
19. Ibid, 
20. Ibid. 
21. Ibid. 
22. Ibid, 
23. Ibid, 
24. Ibid, 
25. Ibid, 
26. Ibid. 
27. Ibid., 
" ••• I think more help should be given to pupils 
;furtl).er down the secondary school, because it is 
then that they have to choose subjects - which is 
tantamount to choosing their career." (18) 
"I think it is very sad that so little time is spent 
on subjects relevant to everyday life." (19) 
" ••• pupils who ••• are not interested in sittin~ '0' 
Levels ••• should be Given opportunities to study 
practical subjects such as Home Economics, 
Dressmaking-, Health Education, First Aid •••• " (20) 
" ••• the courses at school ••• were often irrelevant 
to life '1-rhen I left school." (21) 
" ••• most of my subjects were purely geared towards 
me passing an exam and was not really teaching the 
subject so it would help you in a future job." (22) 
" ••• throu~hout the years of my schooling lots of 
trips, conferences, meetings and out of door facilities 
were made use of to the benefit of each and every 
one." ( 23) 
"We \vere not educated about life. I feel that other 
subjects should be taught, e.g., law and hovT it 
works." (24) 
11 A lot more careers advice should be given. For 
example, a lot more about the basic thin~s that 
happen when you start work. Where to get your 
insurance card, why you pay tax, what is the 
insurance number for •••• " ( 25) 
" ••• there must be some scheme introduced into schools 
vThich prepares people better for what lies ahead •••• " (26) 
" ••• I would like a lot more further education on social, 
environmental, religious, vTorld affairs, community etc., 
from experienced lecturers, ••• At school all is geared 
to passing exams. Could more time be given to character 
building·." ( 27) 
p. 104 
p. 105 
P· 106 
"For anyone who '~<!ants to ~et on and get a good job, 
Highers and '0' grades are a must." (28) 
" ••• through participation in other'aspects of school 
life, my men tal outlook vras broadened •.•• I enjoyed 
school, and the l!lany advantages it offered me in the 
way of friends, team activities and conununity life." (29) 
"I think careers people should visit school, ••• 
~dvising you what you should do ••• the information 
service regarding jobs is terrible.n (30) 
"Never in my life have I yet found a need for ••• calculus, 
Latin, French ••• but I have occasionally found a need for 
first-aid, self-defence, and a knowledge of the law •.•• " 
uwould it not be a better idea to teach us something 
about the country v1e live in, its laws and 
regulations, ••• ?" ( 31 ) 
Importantly, many of the ideas exJ?ressed by the pupils 
or school-leavers in the books that have already been discussed are 
echoed by one of Britain's leading educationalists, David Hargreaves, 
in his latest publication: The Challenge for the Comprehensive 
School. ( 32 ) Like the "de-schoolers" vrhose views are examined next 
in this chapter, Hargreaves argues that through what has been called 
the "hidden curriculum", schools achieve "social control": (33) 
" ••• that is, schools maintain and render legitimate 
(as a fair and natural process) a stratified or class-
based society that is, in fact, ·profoundly unequal and 
unfair." 
This is so since:(34) 
" ••• the school plays an important role in the allocation 
of the young to their subsequent occupations .••• It is 
one of the functions of the school to prepare the young 
for their place in the work-force." 
Hargreaves also suggests that the social relationships found in 
schools in fact mirror those of factories and offices; -personal 
interaction in schools and places of work is founded on a system 
of authority and control; the close correspondence betv1een the 
28 • Ibid, p. 1 08 
29. Ibid, p. 110 
30. Ibid, p. 109 
31 • 
32. 
Ibid. 
D.H. HarGreaves, The Challenge For The Comprehensive School, 
(London: Routled.ge and Kegan Paul) .1982. 
33. Ibid, p. 13 
34. Ibid. 
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social relations of school and. the v1ork-place is in fact a vi tal 
part of the "hidden curriculum 11 : (35) 
11 Just as schools are hiex·archical organizc:>,tions with 
dominant teachers over subordinate pupils, so also 
are industrial and commercial organisations, with 
dominant managers over subordinate workers •••• Pupils 
are not slotted into the occupational structure in 
a random manner. The school system .•• helps to ensure 
that some pupils (mainly middle-class) move into 
occupations of dominc:>,nce and others (mainly working-
class) into positions of subordination. In this v1ay 
the educational system helps the class structure to 
be maintained and re~roduced from generation to 
generation." 
Thus pupils vrho will (at best) find unskilled manual jobs are 
subject to 11 custodial regimes which emphasize obedience to rules 
and passivity. 11 (36 ) 
Hargreaves goes on to claim that schools, largely through 
the 11 hidden curriculum11 , destroys the dignity of non-academic, 
working-class pupils. The comments of pupils and lecturers already 
considered in this chapter support this view that school inflicts 
on them: ( 37) 
" ••• a destruction of their dignity Hhich is so massive 
and pervasive that few subsequently recover from it. To 
have dignity means to have a sense of being vTorthy, of 
possessing creative, inventive and critical capacities, 
of having the power to achieve ;_Jersonal and social 
change. Hhen dignity is damaged, one's deepest 
experience is of being inferior, unable and powerless. 11 
and he also explains the "discipline proble!!l" in schools as an 
atte!!lpt by some pupils to:(3B) 11 remove and negate the indignities 
meted out to them by the hidden curriculum". As a result, these 
pupils set up an "alternative means of achieving dignity and 
status 11 • ( 39) (This phenomenon vias examined in detail by Hargreaves 
in his first book, Social Relations In A Secondary School). ( 4o) 
35- Ibid, P• 14 
36 0 Ibid, p. 15 
37. Ibid, P· 17 
38 0 Ibid, P• 19 
39· Ibid, p. 20 
40. D .H. Ha.rgreaves, Social Relations In School, 
(London: Routledge aml Kegan Paul, 
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The school's "dignity system" is turned upside-dm-m:(41) 
"In the opposition's counter-culture, dignity and 
~tatus are earned by active hostility to school a.nd 
to teachers •••• " 
. ( 112) (Hargreaves points out, however, that: · 
"The counter-culture is heavily dependent on teachers' 
op~osition to it for much of its life-blood; ... In the 
end it is the teachers' version of a culture of dignity 
whj_ch prevails because theirs mirrors society at large."). 
This counter-culture, according to Harereaves, inverts 
the "measuring-rod" of British schools which judges TJU!Jils by their 
mental qualities, which are regarded as superior to manual or 
physical qualities. Clearly, some pupils must be "failures" in these 
terms, so in the counter-culture the physical is held to be superior 
to the intellectual, and ag{STessive masculinity, associated with 
adulthood and maturity, is emphe>sised. r1ental prowess is considered 
to be effeminate. If this theory is correct, it is easy to predict 
the consequences for future management-worker relations in industry. 
Hargreaves believes that it is essential that we "think 
out an agreed set of goals and purposes"( 43) for our comprehensive 
schools; these "purposes" should depend on the kind of society that 
is deemed desirable and the part which the education system can 
play in achieving it. He echoes many of the writers in Tell Them 
From Me in calling for a less academic curriculum that will prepare 
pupils more fully for life outside of school and which will not 
brand over half of the school population as "failures". \ve must 
strive to "confer a genuine sense of dignity"(44) on children in 
schools and:( 45 ) 
11 
••• prepare the young for an active role in adult 
society ••• • vie can no longer afford an education system 
that for too many pupils is an unulea.sant induction 
into the experience of failure and inferiority. Our 
traditional acadel!lic and CoBTiitive - intellectual 
curriculum ••• inherited froTI the past and from the 
41. D.H. Hargreaves, The Challenge For The Comprehensive School, 
op.cit. p. 20 
42. Ibid. 
43. Ibid, p. 161 
44. Ibid, p. 162 
45. Ibid, p. 161 
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grammar schools, must •.• become more comprehensive and. 
balanced. The school curriculum must endow all DU;?ils 
v;i th a sense of their ovm com:netences •.• lr .. nmvlede·e, 
skills and abilities ••• e realistic sense of their 
strengths and weaknesses. 11 
To achieve these ends, Hargreaves calls for the abolition of all 
16+ examinations, a.llo-vTing the curriculum to be reconstructed. 
Between the aces of 11-15, all pupils would follow a core curriculum 
comprising two central elements, the first being "an integrated 
course in com1nunity studies,"( 46 ) which 1-1ould not·be divided into 
the trad.i tional subject "blocks". The course \·!Ould be divided into 
units, tauc;ht over a vihole day, ·or half a day. Again reflecting the 
pupil comments so far discussed, Hargreaves suggests that:(47) 
"Pupils Hill sometimes move out into the community 
and at other times outsiders vJi th relevant expertise 
\-lould be brought into the school." 
The second part of the core curriculum v10uld comprise 11 the express-
ive a.rts",(4B) crafts and sport, and Hould include the critical study 
of the mass med.ia, the production of plays, and "festivals of art 
and music" . ( 4 9 ) 
The other half of the curriculum would be made up of 
"remedial options",(50) offering help with basic skills such as 
literacy and numeracy, weakness in which affects pupils' ability 
to profit from- or contribute to the core curriculum, (Hargreaves 
also envisages "remedial" v!Ork in other areas being undertaken by 
academically bright pupils), and secondly by the optional study of 
areas in which pupils show interest or talent, fostering these 
talents "for their ovm sake".(51) 
After the age of fifteen, Hargreaves proposes that ~upils 
who intend to leave school at 16 to work should be allocated to 
"vocational" courses, some of which would provide work experience 
and vocational skills. Other more academic courses vwuld prepare 
46. Ibid, P· 163 
47. Ibid. 
48. Ibid. 
49. Ibid. 
so. Ibid .• 
51 • Ibid, p. 164 
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!JUpils for exams in vocational subjects. Also offered would be 
careers guidance and preparation for unemployBent. Hargreaves 
echoes many pu:9ils' comments when he says that:(52) 
"The central focus. of the last year at school Hill be 
direct preparation for the experience of leaving 
school. 11 
He thus acknowledges what the pupils and leavers of Enquiry One, 
Tell Them F'rom Me and other research have repeatedly indicated: that 
most of them have an extremely instrumental view of the school's 
role. Hargreaves believes that this is a totally correct attitude 
on the part of school-children, ·,)ut holds that the actual instru-
mental aims of comprehensive schools should be clarified and 
reconstructed to be of more relevance to pupils' lives when they 
leave school. 
Interestingly, some of the ideas of Harerea.ves and of the 
purils whose open-ended responses have been considered in this 
chapter are about to be put into practice, although it is ironic 
that it is youth unemployment on.a massive scale that has prompted 
the Government to act. 
The Lords Select Committee on Employment, re~orting in 
the summer of 1982, conducted an inquiry which lasted over three 
years, taking· evidence from 70 sources, including a nurn.ber of 
Government departments. The Committee stresses the importance of 
education and training· in matching labour supply to demand, and 
suggests that the Government should spend an extra £1,800 million 
on training for people of all ages. It recommends, hovrever tha. t 
resources should be concentrated primarily on the 16-18 age-group, 
education and training becoming the "norm". There should be more 
preparation for work at school, with extra emphasis on Vocational 
Training, and a comprehensive training scheme for 16 year-old 
leavers; - initially a one-year traineeship, but eventually forming 
a two-year programme for a million young people. The Committee also 
suggests that there should be an obligation on all employers to 
release the under - 18s for F'.E. or training for at least a fifth 
of their working time. 
Calling for a national supervisory body to be set up, 
the Committee states that there must be a. balance betv1een the 
educational and employment sectors, and also strong links with 
52. Ibid, p. 165 
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industry, commerce and the Trade Unions. 1:!herever possible, the 
actual training should be carried out by employers on their o~m 
premises in collaboration with colleges, but the Committee suggests 
that if the training element is left to employers to organise, 
then its effect and extent may be minimal. Part of the costs of 
training should also be spread among employers, but the Committee 
suggests that the Government should pay "rebates" to employers 
according to the desree of training which they carry out. 
A major part of the Government's response is provided 
by the Youth Training Scheme, a progTamme of vocational preparation 
for 16 year-old leavers, which will begin in full in 1983. 
More than 300,000 school-leavers annually will spend 
their first year after leaving school on a. mixture of work, training 
and Further Education. Most of the¢ will be attached to employers 
who will receive Government grants to help to meet :pay and training 
costs. (Trainees will get a standard fixed allowance). Voluntary 
organisations and local authorities are expected to provide the 
majority of :places, including staff for playgroups, and children's 
holiday schemes. 
An example of the type of provision on offer is that 
provided by Telford F.E. College in Edinburgh, which is running a 
vocational preparatio~ course for 16 and 17 year-old unemployed 
youngsters, in conjunction with the construction industry industrial 
training board. This 11work skills'! course will provide 26 weeks of 
full-time education and training integrated with 26 \>reeks of '<'fork-
experience with an employer. 
Further courses are planned, such as "technician studies", 
intended to equip the person for employment in the en~ineering, 
construction, science and catering industries. 
Although the Youth Training Scheme is not due to start 
officially until September 1983, pilot schemes '<'Tere in fact run in 
·1982 in the North East of Engl2.nd, with several hundred 16 and 17 
year-olds training vli th large industrial companies such as I.C .I. 
The I.C.I. training is largely based on the first-year module of 
an ene;ineering apprenticeship, but will include instruction in all 
the crafts used at the petro-chemical \·forks including electrical, 
plurnbing and sheet-metal work. F.E. vlill be carried out on site 
and at a local college. About one third of I.C.I.'s 191 trainees 
Hill be offered apprenticeships after the year's course. 
THo major snags concernine; the Youth Tra.ining Scheme 
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have been bickering betvreen the various agencies involved in 
designing the course, such as Government, the N.S.C. 2nd the "Youth 
Task Group" 1-1hich reported in 1982, resulting in the formation of 
a. consortium represent'ing a.ll vested interests, (although a.s yet 
there is no single document explaining the N.T.I.), ?.nd opposition 
from the T. U .C., concerned about the use of "cheap non-union la.bourr' 
that 1.-Till'threaten members' jobs and result in even fewer eenuine 
apprenticeships for school-leavers. In addition, there is the 
obvious \vorry that young people who have been "trained" will have 
heightened expectations of finding employment at the end of the 
course, and that these expectations may 1.-Tell not be realised in 
the current economic climate; the Y.T.S. will not solve unemploy-
ment. In this case, the vlhole Youth Training· Scheme may be brought 
into disrepute, Ray Ne>·lell (Head on the Occupational Selection 
Department at the Hugh Baird F.E. College) has suggested in a 
Guardian article of 12.10.1982. Newell also believes that trainees 
who gain a certificate at the end of the course may succeed in 
finding employment at the expense of school and college leavers, 
thus devaluing school and college qualifications, and drastically 
reducing the incentive for non-academic youngsters over the age 
of 16 to attend school or F.E. college. He calls for an expansion 
of the new Community Programme Scheme which is at present for the 
long-term unemployed only, in order to cater for the "surplus" 
unemployed youngsters. In Scotland, the Scottish Business Education 
Council and the Scottish Technical Education Council have designed 
a certificate in vocational studies to be piloted in some F.E. 
colleges and schools during 198 3-4. David Ross, writing in the 
Times Educational Supplement of 11.6.1982 sugeests that it could 
become "one of the main educational components" of the government's 
"NeH Training Initiative". The certificate is designed for those 
youne people over the age of 16 vrho are not motivated by an 
academic approach to certification, and it is hoped that eventually 
students will be able to begin the certificate in school and 
continue it at F.E. college. 
The integrated course vrill cover vocational areas such 
as computing· skills, keyboard skills, design and crafts, caring, 
reception, rural industry skills, selling skills and technology. 
\<fork experience wilJ. also be provided for students, toeether vii th 
careers guidance, and there vii ll be a "common core" of numeracy, 
communication, social and environmental studies. The course may be 
taken over one year full-time or on a part-time basis. Continuous 
assessment will be carried out by the schools and colleges concerned, 
and. the final certificate awarded vTill take the form of a "profile". 
Also in Scotland, in Dundee, an "industry liason :!_)roject" 
has been launched, v.ri th the o bj ec t of "the Cree. tion of better 
understancJ.ing for senior school pupils of the relationship between 
industry and commerce in Tayside and the community •••• " (Times 
Educational Sup~lement). Under the scheme, schools will be linked 
vTi th a number of organisations ranging from the Gleneagles Hotel 
to British Telecom, in the hope that pupils will be made more av1are 
of the problems of industrial companies and of the contribution 
that they make to the community. Tayside's education convener has 
stated: 
"If education is to have &YJ.Y meaning, it is to equip 
students with tools appropriate to solving the problems 
they will encounter in their future careers. He face 
the dual problem of pupils being una1..rare of the 
problems of industry and commerce and also the converse, 
that employers are often unaware of the contribution 
they could make to adjustments within the educational 
structure so tha.t schools 1 curricula are made more 
relevant to the needs of industry." 
In Ire land, a review team headed by Mrs. Shirley \Vi lliams 
has criticised Irish schools for giving school leavers "inadequate 
preparation" for working life. Grammar schools in particular are 
strongly criticized for their concentration on training a small 
academic "elite" for higher education. (Times Educational Supplement). 
The report produced by the team recommends the establishment of 
committees representing the interests of all types of secondary 
schools, to ensure an adequate balance between vocational and 
academic education in schools. It adds that vocation-related study 
and pre-vocational trainin~ should be available in all secondary 
schools. 
• 
Similarly, the Social Affairs Unit(53) has criticised 
schools for failing to prepare pupils for the world of work, and 
blames teachers for being out of touch with economic and industrial 
reality. It suggests that courses should be focused on the 
employer; (the evidence so far reviewed from pupils' essays indicates 
that most pupils would support this view of education as preparation 
for a career, and vJould Helcome being trained for specific jobs). 
Representatives from some of Britain's major companies also 
complained at the National Education and Training Conference held. 
53, J. Nisbet, Educated For Employment (Social Affairs Unit, 1982). 
in Birmingham in the summer of 1982 that schools v1ere "old-fashioned" 
in their approach. It was claimed by some industrialists that the 
dichotomy between school and work is false, since work is a 
"creative part of life". Qualities required in school-leavers \vere: 
tenacity, flexibility, integrity, self-motivation, initiative and 
the ability to communicate easily. Finally, Ray Kohn(54) has also 
suggested that education should be part of vrork and should not 
stop when work begins; pupils should decide vThat they want to learn 
and vrhy, and experience rather than books and lectures should form 
the basis of all courses, fostering both independence and caring 
for others. Learning, says Kahn, should be active and productive, 
and revrard initigtive and responsibility. 
Perhaps the main ini tia ti ve in England and vi ales, 
however, is the pro:posed "17+" qualification, designed to cover a 
year of vJork-related studies for non-academic sixth formers and 
college students. Courses will corrunence in 1984 and the first awards 
vrill be made in 1985, but only in selected schools and F.E. colleges. 
The qualification has provisionally been titled the "certificate of 
vocational education", and is seen as a counterpart of the Youth 
Training Scheme.(55) The scheme is aimed at young people viho do not 
wish to proceed to higher ed.ucation, but who do not knovr vrhat job 
they would like to do and are not ready to embark on any specific 
vocational training. Sir Keith Joseph views the "target" population 
as being 160,000 youngsters in the middle 40% of the ability range. 
The courses will offer a broad f)rogTamme of general 
education intended to develo~ personal attributes and to helD 
students find out for vrhich jobs they mitsht be sui ted. A common core 
will occupy nearly h,ro-thirds of the course time and will include 
written and spoken English, maths, some science and technolor.zy, 
careers education and guidance, and citizenship studies. The 
remaining one-third of time will be devoted to options related to 
students' needs in the areas of factory, office,shop and service-
industry vrork. It is hoped that the young people involved will 
gain confidence in their ability to earn their living and also 
54 •. R. Kahn, Enforced Leisure: Enforced Education, 
(London: Fabian Society, 1982 
55 • _;1~7_+:__~---'A:;_:.:N..=e..;.:vi__;Q;:..:u~a:.:l:.:l:.:. f=-1=-· :.:c=a-=t.;:;i..;;;o=n, (F •. C' 0 . •· ·l. u • • ' 1982). 
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discover what jobs they enjoy and can tackle successfully. 
Consequently, students will be encouraged to -ya.rticipate in 
activities vrhich give them a taste of different kinds of job and. 
the problems a.nd tasks involved in each. Syllabuses may include 
aspects of craft, design, technical drawing, illustration and 
design, home economics and health education, and \.Jill be related to 
work done in schools with the 14-16 age-eroup. The certificate will 
not be avrarded on the basis of an examination, and there vrill be 
no grades of pass. Everyone who completes the course will gain a 
certificate, since it is claimed that the ain of preparing students 
for employment and adult life vrould be frustrated by the concept 
of 11 failure". Unsuccessful candidates might be disadvantaged in the 
search for work, and their "personal qualities 11 overlooked as a 
result. Consequently, the certificate will be in ":rrofile" form, 
like its Scottish equivalent, so that employers will have a specific 
indication of candidates' strengths and i·Teaknesses. However, 
external moderation of certain "key" areas such as English a.nd Maths 
will be carried out (by a new body to be set up) in order to gain 
the confidence of employers. The certificate will also indicate 
whether or not individuals are deemed suitable to enter a vocational 
training course in F.E. or elsewhere. The course is, accordine· to 
the D.E.S., a "key element" in the Government's plan to improve the 
"vocational relevance" of education and training for young people. 
It will form the counterpart of the nevr Training Scheme with vlhich 
it wi 11 have "much in common", differine; basically in that it is 
d.esigned for those who choose to remain in full-time education. 
J. Dean and A. Steeds,(56) vrho have written about 
provision for non-academic pupils over the age of 17 in schools, 
have suggested that courses should neither imitate academic 'A' 
levels nor give specific vocational instruction 1-.rhich might force 
young people into premature or ill-considered career choices and 
restrict their job op9ortunities. The authors sugeest that the 
curriculum must be flexible enough to allow students to consider 
a range of career options, with initial emphasis on general vocat-
ional preparation. 
One criticism that has been levelled at 11 17+11 is its lack 
of a 11 caring11 ontion for young people Hho vJish to \•lark in the social 
56. J Dean. and A Steeds 1}+ The ~AW Sl'xth Form in Schools, • . . • ' ~-"-~....;o_ __ .L_- __________ _ 
(N.F.E.R. - Nelson, 1982 . 
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services. The Further Education Curriculum Review and Development 
Unit has suggested. that a. large number of young people vwuld be 
attracted by such a course, and the Unit has in fact designed one. 
In addition the F.E.U. suggests that a "computer literacy!! option 
should be included as a "basic skill", and believes that the 
Government should do more to "sell" the course to industry, 
stressing that the certificate is as worthwhile and relevant to 
adult life and. work as other more academic and "vocationally 
specific'1 courses. 
A further warning about the scheme has been sounded 
however, by Jack Mansell, Director of the Further Education 
Curriculum Review and Development Unit. \{ri ting in the Times 
Educational Supplement of 28.5.1982 Mansell suggests that vocation-
al training schemes may become a "tertiary modern 11 sector, perpet-
uating a form of "intellectual apartheid", associated only with 
low-ability school leavers, and states that employers will have to be 
persuaded that vocational preparation related to broad "clusters" 
of trainine; areas will produce "adaptable young peol)le with broad-
based competencies having soBe orientation tov1ards that sector of 
employment". In ad.di tion, "young people vrill have to be persuaded 
that vocational preparation will give them broad-based skills 
enabling them to seize a variety of job opuortunities •••• " 
Hansell states that: 
"There is increasing evidence to show that the skills 
common to most jobs are, .•• reading, listening and 
talking, planning and problem-solving, basic calculations, 
writing, manipulative skills, measuring and dra.wing •••• 
There is little doubt that basic competence levels in 
each of these areas are valued by e7:ll)loyers, v!ho realize 
that from such a base, further training and development 
is possible." 
He adds that what seems to be lacking in many young people is "the 
ability to apply school-based competencies to day-to-day vTorking 
problems" and blames the examination-orientated curriculum of 
schools \·Jhich neglects "core skills that are transferable to common 
day-to-day problems,n such as basic competence in communication of 
different sorts. 
Mansell also arp,ues for criterion-referenced assessBent 
to "monitor and assess at an individual level the possession and use 
of core-skills," revrarding success rather than penalisine failure. 
"Social, life, work and entrepreneurial skills" valued by employers, 
such as "versatility, initiative, :pride in vwrk.rnanship, conscien-
tiousness a.nd timekeeping" should also be emphasised. He ends by 
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callins for co-opera.tion in negotiation from ;the various aeencies 
providing the Youth Training Scheme to ensure that the course 
provides a "supportive framevmrk of personal development and. 
counselling, as well as actual work experience, whilst occu!'ational 
skills taue,ht should be transferable, that is applicable in a 
wider context than just one particular job, 1:rithout any reduction 
in quality or the opportunity to develop to hieher level courses. 
In Scottish schools, "Munn and Dunning11 "l<,oundation" 
courses for non-certificate pupils have been piloted in English and 
Science since 1980, and the first certificates will be awarded in 
1986, taking the form of a profile. In England, Sir Keith Joseph 
has set aside the seemingly paltry sum of £2 million to help non-
academic secondary school pupils; (defined as the bottom 40% of the 
ability-range). 
The Minister hopes that "more practical11 courses will 
be developed, concentrating on communication skills, literacy and 
numeracy, in order to prepare pupils for adult life. Assessment 
should be by means of a "profile" rather than by examination. Other 
areas stressed by Sir Keith are an expansion of work experience, 
co-operation between schools and colleges and practical projects 
in the community with participation from local employers. 
Even the 16+ examination, planned to replace G.C.E. '0' 
level and C.S.E. , but currently with an uncertain future, offers 
scope for reconstruction of the curriculum for non-academic pupils. 
Richard Lynn, writing in Educated For Employment? ( 57), suggests 
that pupil motivation would be increased by an examination that 
would provide a minimum pass grade, in addition to the 7 already 
mooted, for the least able. (This level would approximate to the 
Scottish "Foundation" level). All pupils should leave school with 
basic competence in reading and arthimetic, with the emphasis on 
"realia" such as reading voting papers, job advertisements, 
telephone directories, social security forms, hire-purchase documents, 
etc.,i and calculating shopping bills, household budgeting and 
measurements of various kinds. 
Lynn suggests that the acquisition of these basic skills 
should be a primary aim of education, and an essential promise 
should be that they can be acquired by all. The "stigma" of failure 
would then disappear, he believes, from secondary education. 
57. D. Anderson (Ed.), Educated For Employment?, 
(London: Social Affairs Unit, 1982). 
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The "deschoolers" have never denied that the majority 
of secondary-school pupils have an exceedingly instrumental 
attitude to schools; like Hare,Teaves, they also resent the instru-
r'lental functions of the school vrhich they believe that :!_:mpils have 
been conditioned to accept. One of the first educationalists to 
express such a vievl was itlaller,(5S) Hhose 1932 The Sociology of 
Teaching still makes a significe.nt contribution to the field of 
pupil-teacher interaction. Whilst Waller did not go so far as to 
advocate "deschooling" society, his ideas have formed a be.sis. for 
Illich and others; Waller 9oints out that pupils view the school in 
predominantly "functional" terms, and quotes a teacher as saying~ 59 ) 
"Occasionally I have found myself in bitter conflict 
Hith individual students over the question whether I 
was a human being with a message a.s a human being, or 
a teacher whose primary function was to help students 
to get through examinations and obtain credits and 
grades." 
itJaller claims that in general, pupils have a favourable attitude to 
acquirinr· knowledge that is necessary for their functioning in 
. 60) 
society: 
"Most students take academic requirements for granted 
the gTeater part of the time, and seriously attempt 
to measure up to them. The social machinery which 
forces students to perform the tasks lvhich teachers 
assign is very poHerful." 
Like the "deschoolers", ho\-rever, Waller questions the 
desirability of the schools' function as a "social selector":( 61 ) 
58. 
59. 
60. 
61 • 
"The a.mount of schooling vrhich children undergo 
foreshadows, and some would say determines, their 
future earning· capacity and the level of society 
on which they will find their life. A crude selection, 
then, goes on in the schools, a social selection of 
those destined to fulfill certain predetermined social 
functions •••• The schools, by their curriculum which 
must be mastered before the student can pass on, sift 
and resift their human materials, selecting on the 
basis of intelligence chiefly, but allowing considerable 
weight to other qualities, such as a pleasin~ manner, 
emotional stability, and diligence." 
W. Waller, The Sociology of Teaching, op.cit. 
Ibid, P· 366 
Ibid, P· 360 
Ibid, p. 20 
In short, Waller concludes, the school is a "sorting machine",( 62 ) 
allocating and distributing individuals "with reference to their 
fitness for certain occupations and social positions."(63) Waller 
points out, however, that this "sorting'' function of the school is 
"most incongruous"( 64 ) in an egalitarian society, and that it 
assumes even greater importance than it otherwise would since with 
the decline in family influence in the education process during the 
20th century:(65) 
" ••• the importance of academic selectivity is enhanced 
by the lack of other selective agencies •••• The schools ••• 
play a part in deciding what education the ability of 
a particular individual warrants." 
In addition, Waller is critical of the type of "intelligence" which 
he believes schools reward:( 66 ) 
"The social selection of the schools takes place 
largely upon the basis of intelligence ••• the 
intelligence which the schools reward most highly 
is ••• a matter of incomplete but docile assimilation 
and glib repetition rather than of fertile and 
rebellious creation •••• The intelligence most useful 
in the schools is that which enables the student to 
recite well and to pass tests, ••• the rigidity or 
laxity of the testing mechanisms which the school 
employs is a matter of great social importance." 
Waller also deals with the "discipline problem" which 
is evident with some classes in most secondary schools, and which 
is apparently anomolous if, as the evidence suggests, pupils do see 
a point in attending school. (See a discussion of this point in 
Appendix One). Waller blames the element of compulsion in our 
education system for the conflict that arises in schools:( 67) 
62. Ibid, 
63. Ibid. 
64. Ibid, 
65. Ibid, 
66. Ibid, 
67. Ibid, 
"It is only because teachers wish to force students 
to learn that any unpleasantness ever arises to mar 
their relationship. We have defined the school as the 
place where people meet for the purpose of giving and 
p. 21 
P• 22 
p. 23 and P• 25 
p. 24 and P• 26 
P• 355 
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rece1v1ng instruction. If this process vJere unforced, 
if students could be allowed to learn only wha.t 
interested them, to learn in their own wey, and to learn 
no more and no better than it pleesed them to do, •.• if 
teachers did not have to be taskmasters, but merely 
helpers and friends, then life would be sv1eet in the 
school-room. (:But) the conditions of mass instruction 
and of book instruction me.ke it necessary the.t learning 
be forced. Students must learn many things that they do 
not Hish to learn, and they must overlearn ad neuseam 
even the things that originally interested them." 
Waller adds that thus: ( 68 ) 
"ltlhen the student ••• does not \vish to do as he is told, 
or cannot do the \·TOrk assigned, he falls into rebellion. 11 
Ironically, \!Taller does however see some value in the conflict that 
exists, vlithin schools, ree,-arding it as another aspect of -preparation 
for the "outside world", vlhich is, after all, one of the generally 
accepted "purpose of school":( 69) 
"Conflict is an essential part of the dialectic of 
personal e,Towth. It could be ar~ed that conflict in 
the schools is the feature of school life which best 
prepares students for facing life outside." 
The most v1ell-known of the modern de-schoolers is perhaps 
Ivan Illich,(70) whose ideas have a lot in common with those of 
Waller. Illich has commented that schools confuse the learning of 
skills with education, alienating vJOrk from leisure, and has added 
that instead of equalising chances in life for its pu)ils, "the 
school system has monopolized their distribution",( 71 discouraGing 
other institutions from educating by cornering all available 
resources. Illich suegests that the belief that education can take 
place only in schools is an "unexamined premise",(72 ) and states 
that compulsory ed.ucation in school is merely "schooling for 
schooling's sake", (73) creating a segre~ated category of human beings 
called "children". The artificially-created sector of "childhood" 
68. Ibid, P• 360 
69. Ibid, P• 352 
70. I. Illich, op.cit. p. 24 
71 • Ibid., p. 19 
72. Ibid, p. 33 
73. Ibid, p. 24 
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thus produces "an industry" that includes a demand for teachers:(74) 
"Schools create jobs for schoolteachers, no matter·what 
:li~eir pupils learn from them. 11 
(Interestingly, this cynical view of school as a provider of jobs 
for the various groups of adults who work there, (teachers, cleaners, 
cooks, caretakers, secretaries, etc.,) was also expressed .in some 
of the pupils' essays and provided one of the categories developed 
in the "purpose of school" system, (see Appendix 3) ). 
Illich stresses the competitive nature of schools and 
the function-which they perform for the labour-market. Pupils, he 
states, are motivated at school by "the carrot of a desired 
careern,(75) and the school itself, which:(76) 
" ••• selects for each successive level those who have, 
at earlier stages in the game, proved themselves good 
risks for the established order •••• " 
serves as a "ritual of initiation into a growth-orientated consumer 
society for rich and poor alike."(77) Il.lich argues in fact that 
schools reproduce a consumer society:(78) 
"In school we are taught that valuable learning is the 
result of attendance; ••• and that this value can be 
measured and documented by grades and certificates." 
School, Ilersic says,(79) "initiates young people into a world where 
everything can be measured, ••• including ••• man himself." He states 
that pupils are trained to "submit to the standard of others for the 
measure of their own personal 'growth •••• "(8o) and to apply the same 
rules to themselves, categorizing themselves and their peers. They 
are trained to feel guilty if they fail to gain the certificates 
"that will place them in the job category they have been led to 
expect."( 81 ) 
74. Ibid, p. 36 
75- Ibid. 
?6. Ibid, P• 40 
11· Ibid, P• 39 
78. Ibid., P• 44 
-79. Ibid, p. 45 
80. Ibid. 
81. Ibid, p. 46 
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Pupils, according to Illich, are taught to make their 
desires "conform to marketable values."( 82 ) Their value increases 
in the eyes of the labour market the longer the pupil "consumes" 
education, for the job-market in a capitalist society depends on: 
"making skills scarce and on keeping them scarce •••• "( 8 3) Thus, says 
Illich, schools are geared to provide a shortage of skilled persons. 
They provide a:( 84) 
"Ritual game of graded promotions. Introduction into 
this gambling ritual is much more important than what 
or how something is taught. It is the game itself 
that ••• gets into the blood and becomes a habit.'' 
It is in this way that Illich would explain the views of pupils that 
have already been discussed, since he believes that children are 
"conditioned" into acceptine an instrumental view of school. The 
part that parents play in this "conditioning" has been suggested by 
Musgrove and Taylor and Enquiry One in the research already 
considered. He describes this process as a "ritual of initiation ••• 
an obligatory lottery ••• vrhich introduces the neophyte to the sacred 
race of progressive consumption."( 85) 
Illich's views are shared by, amongst others, Paul 
Goodman, (86 ) who has remarked that the "giant economy" of the school 
system is:( 8?) 
" ••• a. vast vested interest (vrhich) goes on for its 0\vn 
sake, keeping more than a million people busy, Y.Ta.sting 
wealth, 'and pre-empting time and space in \vhich 
something else could be going on. It is a gigantic 
market for textbook manufacturers, building contractors 
and graduate schools of education." 
Like Illich, Goodman also observes that: "it by no means follows 
that the complicated artifact of a school system hc>.s much to do 
with education,"( 88 ) and. sugc-ests that other means of educa.tin8' 
must exist. 
Goodman points out that schools play two roles in our 
82. Ibid. 
83. Ibid, p. 91 
84. Ibid, :9· 49 
85. Ibid, p. 49 
86. P. Goodman, Comuulsory ~![iseducation, (London: Penguin, 1971). 
8 7 • Ibid , p. 2 0 
88. Ibid. 
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society, one which is 11 educationaln and one which is "non-
educational". The non-educational role he describes as being very 
important:( 89) 
" ••• a baby-sittin~ service during a time of extreme 
vrbanization and ••• mobility ••• an arm of the police, 
providing cops and concentration ca.mps •••. " 
This view found support in the "Axer;rinder" column of the T.E.S. 
of 19.6.1981: 
"It seems that 'keeping· an eye on the kids' has ahvays 
been of ~reat importance in schools. The hidden (or not 
so hidden) curriculum of control uses surveillance 
procedures devised by ingenious minds •••• Keeping kids 
in order - in the right place, at the right time, and, 
e-enerally, sea ted - seems alv1ays to have been an 
essential element of tr~inin~ for adult life in the 
industrialized bureaucratic J..lorld. There are those who 
argue that, above all other purposes, the function of 
schools is the achievement of order and discipline. 
Learning· ta.kes second place." 
V.Jhi1st these vie~.o1s a:te clearly extreme, it is interestin&' to note 
that statements made in the pupils' essays on the "purpose of 
school" led to the identification of a category \·!hose indicator 
wa.s: "To take us during the day so that out parents can go out to 
work." Thus it would appear that pupils themselves are aHare of 
what Goodman has called the "baby-si ttine-" function of the school. 
Goodman goes on to define the educational role of the 
school; like Illich, he is bitter about the "allocation" of pupils, 
through examinations, to different employment sectors in the 
economy: ( 90) 
"There is mass superstition ••• that ••• no 'Professional 
competence, i.e. status and salary, can be obtained 
without many diplornas •••• The educational role is ••• to 
provide- at public and parents' expense- apprentice-
training for corporations, government and the teachin~ 
profession itself •••• A few great corporations are 
~ettinz the benefit of an enormous weeding-out and 
selective process - all children are fed into the mill 
and everybody pays for it." 
It is important to note that these views (with a different 
perspective) are those which Musarove and Taylor and Enquiry One 
attributed to pupils and their parents. The different ~erspective 
occurs because whereas Illich and Goodman consider the 11 allocatin£'11 
function of school to be thoroughly re~rehensible, the majority of 
pupils and parents apparently consider it to be just and fair, and 
89. Ibid, p. 21 
90. Ibid, pp. 19, 21 and 53 
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desire to do as well as possible in the "competition". The 
publication of schools' examination results in "league table" form 
must further focus the-attention of pupils, parents and employers 
on examination success to the exclusion of other attributes fostered 
in pupils by the school curriculum, such as personal development, 
which teachers, it has been suggested earlier in this chapter, view 
as being of at least equal importance. These published figures 
appear to suggest that education is "about" exam-passes. 
Goodman also believes that schools emphasize many of our 
society's worst features, playing what amounts to a political role 
as "behaviour controllers",(91 ) moulding citizens in the state's 
required image:(92) 
"It is in the schools ••• that the mass of our citizens 
in all classes learn that life is inevitably routine, 
depersonalized, ••• graded; that it is best to toe the 
mark and shut up •••• This is education, miseducation, 
socializing to the national norms and regimenting to 
the national 'needs' • " 
11 
••• in the secondary schools ••• the tone of the baby-
sitting must necessarily turn to regimentation and 
policing ••• spirit-breaking is the principal function •••• 
The school system is ••• a vast machine to shape acceptable 
responses." 
Like Illich, Goodman believes that school attendance 
should not be compulsory; he describes compulsory education as a 
form of "inept social engineering11 (94) that is even more important 
in a. time of high unemployment: ( 95) "a device to keep the unemployed 
off the streets •••• " (Again it is interesting to note that one of 
the categories identified in the "purpose of school" category system 
was "to keep us off the streets .'1 See Appendix 3). It is the 
element of compulsion that Goodman, like Waller, believes gives rise 
to:(96 ) "blackboard jungles and endemic problems of discipline," 
91. Ibid, p. 74 
92. Ibid, P• 25 
93- Ibid, pp. 52 and 76 
94~ Ibid, p. 43 
95. Ibid, P• 51 
96. Ibid, P• 53 
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and he refers to the necessary presence of police on a full-time 
basis in many American schools, to keeu guard over youn~ people v!ho 
are rrcaged in a schoolroom11 :(97) 
" ••• poor urban youth, in schools whose culture is quite 
alien to them and whose a.ims fit neither their desires 
nor their capacities are among jeilers, not models. 11 (98) 
Goodman conclude that whilst secondary schooling is ostensibly 
orientated towards careers, "jobs and sex are not usually best 
learned about in academies."(99) Pupils are 11 conscripted soldiers, 
being chased up a ladder,"( 100) and vrhilst all must compete, "only 
a few are going to get this loot ••.• 11 ( 1 ) For the majority of children, 
then, accordin& to Goodman, education is a "cruel hoax," ( 2 ) since 
even some of those vrho gain examination passes still fail to ea.in 
employment. But:(3) 
"For most of the students, the competitive grade has 
come to be the essence." 
and "extrinsic motivation"( 4) has come to be all-important. 
This view is echoed by the Italian pupils of the "School 
of Barbiana", in Letter to a Teacher, ( 5) 1..rho comment that: 
" ••• everything becomes purely pass-marks. Behind those 
sheets of paper there is only a desire for personal 
gain. The diploma means money •••• To be a happy student ••• 
you have to be a social climber at the age of 12 •••• 
people Yiho can get their culture at home are going to 
school just in order to collect di:Qlomas." 
The views of Illich and Goodman are supported by Chanan 
and Gilchrist, ( 6 ) the authors of What School Is For. They identify 
97. Ibid, P· 49 
98. Ibid, p. 96 
99. Ibid, P· 117 
100. Ibid, P• 119 
1 • Ibid, p. 118 
2. Ibid, p. 123 
3. Ibid, p. 106 
4. Ibid, P· 107 
5. The School of Barbiana, Letter to 2. Tee,cher, 
(London: Penr:uin, 1970), p. 27 and p. 32 
6. G. Chanan and L. Gilchrist, \•!hat School Is For, 
(London: llfethuen, 197 4). 
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three main functions of school at present(?) which interestingly 
correspond to the areas into which the pupils' essay statements 
naturally fell, (see Appendix 3): 
1.) A service to manpower. 
2.) The mastery of knowledge. 
3.) A social service. 
Chanan and Gilchrist suggest that these three "rationales" correspond 
to the "perceived interests of three of the most instrumental 
lobbies •••• "(a) viz. : industry, the academic establishment and the 
pupils, or "consumers" as the authors describe them. The three 
functions overlap, but, are, Chanan and Gilchrist state, "by no 
means happily complementary."(9) The authors in fact postulate a 
struggle between the "perceived interests of different lobbies: 11 ( 1o) 
"Since the school is a focal point for demands and 
aspirations from a great variety of lobbies, there 
is no clear agreement on what its priority aims 
should be, or on whether it can serve a multiplicity 
of aims ••• different rationales contend for initiative 
and for the ultimate shaping influence over the 
school." ( 11 ) 
They do however, agree with the de-schoolers that the school 
emphasizes the "desirability of subordination", (12 )and that industry 
and government see the function of education as "equipping people to 
do .jobs 11 .( 13) They do not appear to accept the possibility that many 
pupils share this concept of the school's role. Chanan and Gilchrist 
criticise the curriculum as being "principally an adjunct to 
selection and stratification",( 14) for the benefit of employers, via 
the examination system. The authors suggest that currently there is 
an emphasis on "increasing the efficiency of selection and 
rejection11 ( 15) tests being used to "legitimize educational, 
1· Ibid, P• 72 
a. Ibid. 
9. Ibid. 
10. Ibid, P• 71 
11 • Ibid. 
12. Ibid, P• 54 
13. Ibid, p. 72 
14. Ibid, p. 117 
15. Ibid, P• 107 
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occupational and. social stratification."( 16 ) Since selection/ 17) 
"· •• is taking place in a hierarchical society ••• its 
function in identifyine aptitudes and skills is 
inseperable from its function in allocating unequal 
'life chances' •• , .I .Q, is instantly translated into 
the only criterion of em:ployability ••• the image of 
knowledge as a commodity is very deeply entrenched 
in our culture." 
In contrast to the "allocating" concept of the school described 
above, however, Chanan and Gilchrist state that a "mastery of 
knowledge" view of the school's function is held by 11 academicslf, 
This view·appears to correspond to that held by the teachers in 
Muserove and Taylor's survey( 1B) discussed previously, and stresses 
the value of knowled.ge and learning for their own sake: ( 19) 
11 The mastery of knowledge model is the one cultiveted 
by academics, and in its purer forms regards education 
as 'an end in itself' ••• it regards knowledge as 
something vThich is of intrinsic value, of higher value 
than mere employable skills, Hhich are its by-product, 
and consequently not in need of justificatiob by its 
benefits for ordinary economic and social life." 
This perspective is clearly contrary to the view of the school's 
purpose held by the pupils and parents in Musgrove and Taylor's 
research and in Enquiry One. 
The third vievT of the "purpose of school", according to 
Chanan and Gilch:I:d:s:t~ is that held by "social progressivists", who 
"see the pupils' sense of their own development as the central 
issue. 11 ( 2o) This perspective pla.ces value on/ 21 ) 
", •• objectives other than the purely intellectual. •• 
objectives that would loosely be called social 
therapeutic self-expressiori, the mutual socialization 
of a group, the building up of self-confidence and so 
on • 11 
The authors themselves give su:pport to this viewpoint by commenting 
that schools should provide their pupils with some measure of 
16. Ibid, p. 114 
17. Ibid, pp. 107-108, p. 109, and p. 75 
18. F. ~·1usgrove and P.R. Taylor, Society and The Teacher's Role·, 
01J.Cit. 
19. G. Chanan and 1. Gilchrist, op.ci t. p. 72 
20. Ibid, :p. 75 
21. Ibid, p. 104 
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"direct satisfaction11 .( 22 ) They state that school cannot "justify 
itself entirely by its effectiveness as a preparing ground for 
other areas of life.n( 23) As the discussion of the pupils' essay 
responses in Chapter Eight·will show, objectives such as "to teach 
us how to ~xpress ourselves clearly," and "to teach'us to stand on 
our own feet in the world" also received considerable support from 
the children themselves. 
Whilst Channan and Gilchrist share many of Illich 1 s and. 
Goodman's opinions on the function of schools in our society, they 
also put forward their own ideas on what this function should be. 
Their views are expressed in such generalised terms, however, that 
few people would disagree with them, and they stop short of 
explaining how these aims could be brought about, given the status-
quo. The authors see as a major problem the reconciling of academic 
and industrial interests, for whilst they state that the education 
system should not produce "docile workers as fodder for the 
entrepreneurs," ( 24) the work situation is: "the largest and most 
universal problem ••• faced by us," and:( 25) 
"There is every good reason for teaching pupils things 
which will help them to get and do working-class jobs, 
negotiate bureaucratic channels and the urban 
environment and so on, and for teaching them beyond 
these mere survival skills towards greater self-
determination and fulfilment." (26) 
Such skills are termed "class-transferable11 ( 27) and would include 
scientific ~d philosophical skills,< 28 ) since: "knowledge is 
useful to people as a resource in every aspect of their predicament," 
and: 
22. Ibid, 
23. Ibid. 
24. Ibid, 
25. Ibid, 
26. Ibid, 
27. Ibid. 
28. Ibid, 
29. Ibid, 
11 
••• we are concerned with everything that \ofe have to 
face in life and with every device that may help us 
face it • " ( 29 ) 
p. 83 
p. 79 
p. 76 
p. 78 
p. 73 
p. 76 
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They conclude that the most lasting thing that a pupil can learn is 
uho"l-r to learn",(30) and consequently:(31) 
'' ••• the primary objective of teaching should be to 
re-create the primary virtues of 'disciplined' thinking, 
ne~ely ability to structure complex subject-matter and 
to sustain extensive networks of reference-points and 
concepts." 
(This idea perhaps approximates to the category developed from the 
children's essays: 11 The purpose of school is to develop pupils' 
intelligence".). Chanan and Gilchrist conclude rather hopefully· 
that:(32 ) 
"Once pupils' interest is fully engaged, their own 
motivation should prove sufficient •••• (The teacher's) 
directives should weaken as the pupils' autonomous 
motivation strengthens •••• " 
To achieve this end:(33) 
"What is being formally taught must be desi~ed ••• to 
match with what is being informally learned outside the 
school, and extend, amplify and constructively 
criticize it, not to ignore nor suppress, nor yet 
merely to echo it ••• (but) by introducing pupils to 
parts of the culture which do not circulate informally." 
li'or at present:(34) 
"The most glaring fault of schools is not their 
successful inculcation of undesirable values, but 
their failure to convey to most pupils even the 
. questionable skills and knm'lledge which they say 
they are trying to convey, ••• curiosity, confidence 
and autonomy are lost rather than gained." 
Some of the opinions of the "deschoolers" have also been echoed by 
Barbara Calvert,(35) who supports Illich's view that in many ways 
education may be viewed as an industry, "manufacturine;" the 
artificial period of childhood to provide jobs for teachers and 
other adults. Whilst pupils who may not need vrhat the school has to 
offer are forced to attend, adults who, might benefit are excluded. 
Calvert states that children are expect~d to be dependent on adults, 
30. Ibid, p. 88 
31 • Ibid, P· 92 
32. Ibid, P· 102 
33. Ibid, P· 80 and p. 35 
34. Ibid, pp. 50-51 
35. B. Calvert, op.cit. 
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and their behaviour is regulated to cause: (36 ) 
Also: ( 3?) 
n ••• the minimum of disruption to adult society, and 
their activities are to be regulated by their future 
roles, especially as vrorkers. The school is supposed 
to enforce behaviour v!hich accords with these 
prescriptions. 11 
" ••• the school can be seen as a production-line, 
turning out into society its finished product nade 
from the raw material of the pupils' potentialities." 
She quotes Toffler,(3B) who considers school to be an in~enious 
method of conditioning pupils to the routine of their future factory 
jobs:(39) 
11 
••• the v1hole idea of assemblin~ masses of students 
( ra\•T rna terial) to be processed by teachers ( vJOrkers) 
in a centrally located school (factory), was a stroke 
of industrial ~enius. The schoolchild ••• lived a.s vTell 
as learned a way of life modelled after the one he 
would lead in the future ••• it is easy to carry the 
analogy further and think of tests and examinations 
as part of the quality control, of dropouts e.s the 
imperfect products which are thrown on the scrap-
heap •••• " 
Calvert points out, however, that vlhereas factory 11 quali ty control11 
standards are absolute, in that all products of an acceptable 
standard pass, school examinations on the other hand are competitive, 
. ( 401 
and overall standards affect -che pass mark: ' 
" ••• the absence of absolute standards ••• leads us to 
susnect that there is somethinG more behind the exam 
system than an attempt to sort the products of the 
education process into those which are suitable for 
their purpose and those which are not. The something 
more is indeed the main purpose of testing; it is a 
means of allocating privilege, the pri vi leiS·e of 
further education or of entry into sought-after 
occupations. 11 
Calvert sugeests tha..tt many pupils may reject the system that appears 
to reject them, in an effort to preserve their self-esteem. Since 
it is, by the very nature of the system, impossible for the majority 
of pupils to attain the examination successes that form one of the 
school's major official goals, pupils may cheat, in order to try to 
36. Ibid, p. 21 
37. Ibid, p. 63 
38. A. Toffler, Future Shock, (London: Bodley Head, 1970) 
39. B. Calvert, op.cit. p. 63 
40. Ibid, p. 65 
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reach these goals, or abandon the goals 2.nd \'ii thdr2.\•T from the 
official 11 definition of the situation", either literally by truant-
ing, or by being 11 disruptive11 • A third possibility according to 
Calvert is that pupils may set out to extract as much 11fun 11 from the 
school situation as they can. However, the empirical research that 
has already been discussed indicates that the majority of pupils 
accept the system, including ex2.minations, as fair and. reasonable. 
(It could be argued, hovJever, that many, if not most, pupils are 
limited in their ability to see alternatives to the status quo in 
such 11 institutionalised" aspects of their lives). It is at any rate 
interesting to note that Calvert's notion of the school as a 
meeting-place, or a 11 setting for child society", (41) vlhere children 
can have fun in each other's company, received a fair degree of 
support in the essays collected by the researcher. (Category 14: 
"The purpose of school is to give pupils someHhere to meet friends", 
and Category 15: rrThe purpose of school is to give pupils somewhere 
to have 2. good time". Calvert has commented:(42 ) 
"For children of school age, the school is much the 
most important context for peer-group relationships .•• 
when proposals are made to 'de-school' society, this 
aspect of the school's social function is largely 
ignored • 11 
Other opinions of the "deschoolers" are also shared by 
several contributors to Halsey, Floud and Anderson's Education, 
Economy and Society. ( 43) R.H. Turner( 44) has claimed that whilst 
in the U.S.A. elite status in society is a prize achieved by 
individual effort, (contest mobility), in Britain the "nevr elite" 
is chosen by an established elite on the basis of some criterion of 
supposed merit. Children are sorted into an appropri8te niche as 
early as possible in life. (Sponsored mobility.). 
1tlhilst this observation may have been true of Bi'i tain in 
the days of the 11+ hovTever, it is difficult to agree that it still 
41. Ibid, p. 142 
42. Ibid., pp. 68-69 
43-
44-
A.H. Halsey, J. Floud and C.A. Anderson, Educationb Economy 
a11d Society, (NeH York: Free Press of Glencoe, 19 1). 
R.H. ·Turner, "Modes of Social Ascent Through Education: 
Sponsored and Contest Hobility", in A.H. Halsey et.al., 
Education, Economy and Society, op.cit. pp. 121-139 
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applies now that the vast majority of secondary-school pupils 
attend comprehensive schools. (·rhere is in fact no form of selec-
tion left at 11+ in the maintained sector in Scotland). Turner's 
claim that "the school has as one of its functions the facilitation 
of mobility1',(45) is however less easy to refute, and his belief 
that in Britain social control is maintained by: 
ttTraining the masses to regard themselves as relatively 
incompetent to manage society ••• and to make realistic 
rather than fantasy plans." (46) 
deserves consideration. 
( 47) T.H. Marshall, also believes that Britain's education-
al system is involved in sifting, sorting and distributing individ-
uals into the various positions of the social system, in an effort 
to produce a "balanced supply of persons with different skills and 
aptitudes"(48 ) to achieve greatest social good. He suggests that 
it is very important that individual capacities are not wasted, and 
that one reason for compulsory education is to allovl pupils to 
discover what their abilities are. (cf. Category 45: "The purpose 
of school is to help us find out what things we're good at. 11 ). 
Marshall believes however, that since the state desiens the school 
system and the selection tests, it has a 11 dang·erous po~,oJer" ( 49) to 
determine· the categories into which pupils are to be sorted. However 
Marshall also importantly points out what has already been indicated 
in this chapter: that the majority of parents and pupils:(SO) 
11 
••• think of what the school may lead to in the way of 
employment or further education, and perha:9s of what 
it stand_s for in terms of social prestige." 
Most commentators and researchers thus appear to be in 
agreement on the allocating function of the school; where they 
45. Ibid, p. 123 
46. Ibid, n. 126 
47. T .H. l'Iarshall, 11 Social Selection in the v!elfare State 11 , in 
A.H. Halsey et.al., Education, Economy and Society, 
op.cit. pp. 148-163 
48 • Ibid , p. 14 9 
49. Ibid, p. 151 
50. I bid , p. 158 
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disagree is on the issue of the desirability or justice of this 
function. Ironically, hO\'iever, much of the d eschoolers' aneer may 
be d_isplaced, at least as far as pupils' future earning capacity is 
concerned, for as Schelsky(51 ) indicates: 11 ••• today some of. the 
semi-skilled workers earn more and fulfill-more important functions 
than the skilled vTOrkers. n This shift in occupational prestige-
order is frequently ignored·both by teachers and others involved in 
the school system, and by its critics, such as the deschoolers. 
Finally, in this section, it is of interest to note that the views 
of the Department of Education and Science on the purposes of the 
secondary school curriculum in England and \-Tales were published in 
1981 in IJ:'he School Curriculum vrhich interestingly, in view of the 
deschoolers' arguments, suggests that in deciding on their curriculurn, 
schools should take notice of parents' and employers' expectations, 
as well as wider social pressures. 'l'he report puts forward what it 
describes as "widely accepted 11 educational aims against which 
schools and local authorities should check their own. Many of these 
aims are in fact reflected in the categories developed by the 
researcher to code the pupils' essays. These aims are: 
1 • To help pupils to develop lively, enquiring minds, the a.bi li ty 
to question and argue rationally and to apply themselves to tasks 
and physical skills. 
2. To help pupils to acquire knowledge and skills relevant to adult 
life and employment in a fast-changing world. 
3- To help pupils to use language and nUI!lber effectively. 
4- To ins~il respect for religious and moral values, ?.nd tolerance 
of other races, religions and ways of life. 
5. To help pupils to understand the viOrld in which they live, and 
the interdependence of individual eroups and nations. 
6. To help pupils to appreciate human schievements and aspirations. 
In addition, three issues were highlighted as being of exceptional 
importance, since in the opinion of the D.E.S., they were linked to 
51. H. Schelsky, 11 Technical Change and Educational Consequences 11 , 
in A.H. Halsey.et.al., Education, Economy and Society, 
op.cit. pp. 31-36, p. 32 
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fundamental values in society: 
7. To teach pupils about our multi-cultural society and the diverse 
range of personal values within it. 
8. To prepare 2. more flexible and self-reliant vlOrk!"orce, as 
required by new -cechnology. 
9. To stress -che desirability or equal -creatment of men and Ylomen. 
Other areas regarded as essential parts of the curriculum Here moral 
education, health education, sex education and preparation for 
parenthood 2nd family life. The report concluded that it is important 
that pupils are not overloaded with too many exam subjects or pursue 
"unrealistic" examination targets, since these practices restrict 
real learning. It is emphasised that all pupils, regardless of their 
ability, should be encouraged to reach the limits of their capabil-
ities. In general, school ·should equip young people for their adult 
and working lives, providing experiences relevant to their adult 
needs. 
A companion report to The School Curriculum is 
The Practical Curriculum, also published by the D.E.S. in 1981. This 
report suggests tHelve specific aims for secondary schools,many of 
which were again included in the pupils' essays. These aims included 
the following: 
1 • Pupils should attain levels in literacy and numeracy that meet 
the basic needs of contemporary society. 
2. Physical and manipulative skills should be developed in both 
vocational and leisure contexts; (craft, design and technology), 
pupils should also be taught to appreciate these skills in others 
-music, art, science, technology, literature. 
3. Pupils should be encouraged to develop a reasoned set of social 
and moral values and attitudes applicable to contemporary society. 
4. They should develop the capacity to make informed responsible and 
realistic decisions about their future. 
5. They should develop a flexible attitude and approach to learning, 
sufficient to cope with future chanees in career and in technology. 
6. They should acquire an understanding of the social, economic and 
~olitical order. 
7. They should be prepared for their adult lives at home, and Hork, 
at leisure, and in society at large as consumers and citizens. 
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B. They should develop a sense of self-respect, the capacity to live 
as independent, self-motivated adults, and the ability to 
function as contributing members of cooperative groups. 
It was recommended in conclusion that overall, the Clrrriculum should 
concentrate more on literacy and numeracy, and include all forms 
of knovrledge. \:lith reference to point (3) above, attitudes and values 
to be emphasised include: 
a) s ensi ti vi ty to lan,:;uage, the arts, the environment, and to 
other people. 
b) sympathy with and insight into other cultures and peoples. 
c) altruism - the capacity to 1ut other people's interests 
before one's ovm. 
d) curiositv and enthusiasm. 
e) responsibility and self-discipline. 
f) independence in making moral judgements. 
g) the capacity to come to a. reasoned judp,-ement. 
h) intolerance of cruel~y and cant. 
Another "official" statement of the aims of secondary education is 
provided by the "Joint Statement of Objectives" for comprehensive 
schools 1trhich was produced by a "committee of leading education-
alists" and which is quoted in What School Is For,( 52 ) havine been 
first cited in Appendix A of J.M. Ross et al's. A Critical Appraisal 
of Com-prehensive Education(53): 
"The attention of children should be directed towards 
their duties and rights as citizens, towards the 
responsibilities involved in ma.rria.ee and bringing up 
a. family, and towards opportunities for service to the 
nei13hbourhood and to a wider society. It is also 
necessa.ry to prepare them for responsible adult personal 
relationships by vray of personal mannerR, poise and 
courtesy, and developing their capacity for personal 
relationships and sympe.thetic response to persons of the 
same and of different tra.di tions and cultures •••• Pu~ils 
should be prepared in order to cope with the 
circumstances of work in a modern industrial society. 
52. G. Chanan and L. Gilchrist, op.cit. pp. 121-122 
53. J.H. Ross et. al., A Critical Appraisal of Com-orehensive 
Education, (Sloueh: N.F.E.R., 1972) 
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This would involve particular regard for: 
a) the speed of technoloeical change and the 
accompanying shifts in the b2lance of work and leisure. 
b) the need to accustom them ,:·radually to the 
requirements of the world of work. c) trainin~ in the 
practical complexities of adult life, e.g. money-
management, hire-purchase, housing.n 
'l'he above statement of aims is very similar to that provided by the 
D.E.S. reports, and again included many of the pupils' essay 
categories. It is attacked by Chanan and Gilchrist, hoVJever, on 
the grounds that it reveals the:(54) 
" •.• manifest Hish that pupils should fit in \vith 
society as it is, disturbine; it as little as possible 
(and) the apparent bland belief that society can be 
fitted in with- that it is in itself coherentand 
fair; •.•• " 
The authors comment that it is dangerous to assume that the "aim of 
education is to enable people to do jobs or ••• half a dozen jobs."(55) 
Instea.d, they claim, an individual should be equipped Hi th the 
knowled8'e that Hill ene>.ble him to confront any si tue>.tion success-
fully and to understand the vlOrld in which he lives:(56) 
"Acquiring the ability to do a job is only one of a 
number of aims in education •••• To educate peo1)le for 
jobs is to diminish them as human beings ••• \•Ihy no_t_ 
have the factories teach the necessary skills 
directly ••• if education is to enable ueople to get 
jobs?" 
Chanan and Gilchrist suggest that the vital role of the schools is 
not transmitting information per se, Hhich they say could be done 
more effectively by computers, but rather teaching pupils how to 
find, structure, coordinate and judge informa.tion. In any case, 
since the academic disciplines of school are transferable to a large 
number of different situ~ tions, providing ttgenerisable knoHledee", (57) 
Chanan and Gilchrist believe tha.t the traditional curriculum, 
rather than closer ties with factories, will best equip children for 
future employment. 
In summary, whilst there is clearly disag:r·eement amonest 
54- G. Chan an and L. Gilchrist, op.cit. P• 122 
55. Ibid, 
, I 
p. 5 
56. Ibid, p. 5 and p. 7 
57. Ibid, pp. 4-5 
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different gxoups over what schools should do, there is widespread 
agreement about their allocating furiction~ -,..,hich is accepted by 
pupils, their parents and educational commentators of all political 
standpoints, although there is disagreement about the desirability 
of this function. From the available evidence, it would appear that 
of those directly involved in schools, (i.e. teachers, pupils, 
parents) only teachers reject this function to any large extent;(SB) 
Musgrove and Taylor have remarked on their "r.emarkably idealistic11 
view of their purpose. Whilst there is little or no evidence on the 
subject, it seems likely that student-teachers will be even more 
"idealistic'' about their own role and that of the school than 
experienced teachers are. The results of the researcher's question-
naire should indicate whether in fact student-teachers reject the 
supremacy of the allocating function of the school as vehemently 
as experienced teachers apparently do. 
The next chapter will examine the views of pupils, 
teachers and others on the "characteristics of a good teacher11 , 
relating these opinions to the findings already discussed on the 
"purpose of school". It will also discuss the possibility of 
teacher role-conflict, arising from a situation in which members of 
the role-set have different expectations about the teacher's role. 
58. F. Musgrove and P.H. Taylor, "Teachers' and Parents' 
Conception of The Teacher's Role", op.cit. p. 178 
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CHAPTER 3. 
THE REVIEW of THE LITERATURE. (Part Two) 
Teacher Characteristics and 
The Teacher's Role. 
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"Role" has been defined by Cannon( 1 ) as: 
" ••• the social behaviour expected of one holding a 
particular occupational position, by virtue of the 
duties of that position.!! 
and by Banton( 2) as the behaviour that is: (3) 
" ••• situationally appropriate to (a person) in terms 
of the demands and expectations of those in his 
group ••• a pattern of expected behaviour reinforced 
by a structure of rewards and penalties which induces 
individuals to conform to the pattern." 
The concept of role was first introduced in 1936 by 
Ralph Linton, an anthropologist, in his work The Study of Man and 
his later book, The Cultural Background of Personality. Linton's 
ideas have been developed since, notably by Parsons, who has 
divided social positions into the two areas of obligations and 
rights, and Norton, who introduced his ideas on the role-set, the 
other people with whom the role-player has to deal. . 
Banton suggests that behaviour can be related to:(4) 
" ••• the individual's own ideas of what is appropriate 
(role cognition), or to other people's ideas about 
what h~ will do (expectations), or to other people's 
ideas about what he should do (norms). In this light 
a role may be understood as a set of norms and 
expectations applied to the incumbent of a particular 
position •••• " 
Sociological role-studies tend to focus on the implications of 
conflict for the social structure. As far as the new teacher is 
concerned, Banton points out that the transition from one role to 
another (e.g. from student to fully-qualified teacher) "is not 
always an easy matter": (5) 
"It requires that he know the rights and obligations 
of the role to which he is moving and that he change 
1. C. Cannon, "Some Variables on The Teacher's Role", Education 
for Teaching, Vol. 64, 1964, pp. 29-36, p. 29 
2. M. Banton, Roles, (London: Tavistock, 1965) 
3. Ibid, p. 22 
4. Ibid, P• 29 
5. Ibid, P· 93 
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his behaviour accordingly. It also requires that 
other people recognise his change of role and modify 
their behaviour towards him in a corresponding 
fashion •••• Role-changing therefore creates problems 
for sociaLrelations.u 
Banton also indicates that the actor's "definition of the 
situation" includes his own ideas about .. himself:( 6) 
"Even if the other people have never.seen him before, 
the moment he enters the situation they will study 
him and interpret his intervention, and he knows that 
they will." 
This idea of "self-projection" clearly has implications for the 
new teacher, since pupils' first impressions of him may be crucial 
in "defining the situation" from their point of view. 
A major difficulty for the teacher, however, is that, 
as Banton has indicated:(?) 
"In a rapidly-changing society, people may be unable 
to agree just 1-1hat are the rights and obligations 
of a particular role; individuals who perceive a 
given role from different vantage points may have 
different expectations of the man who is to play it." 
Banton suggests that the fact that norms of behaviour are no 
longer universally shared makes matters harder for the teacher in 
the classroom. Indeed, he may find himself using his position to 
impose certain norms upon pupils who do not share them: (8 ) 
"Individuals vary in their commitment to social norms 
according to personality, social position, and their 
involvement in conflicting loyalties. Moreover, some 
observance of norms does not stem from the mutual 
benefit of a social relation, but from the power of 
the superior party to compel obedience to his wishes." 
As was discussed at the beginning of this chapter, it 
is clear that the view that teachers, pupils, parents and other 
members of the teacher's role-set have of the teacher's role, (in 
other words, the expectations that they have for the teacher's 
behaviour), is closely linked to their idea of the "purpose of 
school." The teacher's behaviour, whatever it may be, is, we must 
6. I bid, p. 1 38 
7. Ibid, p. 170 
8. Ibid, p. 208 
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assume, purposeful; that is to say it is c2.rried out v!i th certain 
ends in vievr. "ltlha t these ends, or aims, c>Te Hill depend on 2. 
variety of factors such as the type of school in which the teacher 
works, the type of cl2.ss in front of him, his mm training and 
experiences, pupils' expectations and those of more senior staff, 
and pressure from outside agencies such a.s examination boards, 
local authorities and the government. 
As Hoyle( 9) has suggested, the teacher's beha.viour vTill 
be modified to some extent by the expectations \vhich members of 
his role-set have for him. 
Grace( 10) hc>s commented that "the teacher's role is 
widely regarded as a classic conflict situation ••• " because of 
conflicting expectations among members of the role-set, and adds 
that whilst the problem has been examined in America by cmongst 
others, Charters, ( 11 ) Mamliller, (12 ) Biddle et al( 13) and Getzels 
and Guba, (14) investigations in Britain \vere still of compa.ratively 
recent date (1972). Indeed, the work of Musgrove a.nd Taylor which 
has already been referred to provides the main source of evidence 
relating to the teacher's role in Britain. Musgrove and Taylor's 
research did not involve any comprehensive schools, and they 
themselves called for research into role-conflict arising for 
10. 
11 • 
12. 
1 3. 
14. 
E. Hoyle, The Role of The Teacher, (London: Routledge 2nd 
Kegan Paul, 1969). 
G.R. Grace, Role Conflict and The Teacher, 
(London: Routledge and Kegan Paul, 197 2), p. 1 3 
vl. w. Charters' II The Social Background of Teaching11 ' in 
Handbook of Research on Te2.chin , Ed: N. Gage, cited in 
H.J. Halberg, "Personality ole Conflict and Self-Conception 
in Urban Practice Teachers", School Review, 
Vol. 76, 1968, pp. 41-49 
L. V. l\Ic>nv!iller, "Expectations Regc,rding Teachers," Journal of 
Experimental Education, Vol. 26, pp. 319-324 
B.J. Biddle, H.A. Rosencranz, and E.F. Rankin, Studies in the 
Role of the Public School Teacher, (Columbia: University of 
Missouri Press, 1961) 
John Getzels and E.G. Guba, "Role, Role-Conflict and 
Effectiveness: An Empirical Study," American Sociological 
Review, Vol. 19, 1954, pp. 164-175 and "The Structure of Roles 
and Role-Conflict in the Teaching Situation," Journal of 
Educational Sociology, Vol. 29, 1955, pp. 30-40 
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teachers as a result of comprehensive reorganisation, s;:wing 
that:( 15 ) 
"There are virtually no empirical studies of the 
con tempor2,ry role of teachers ••• in Britain .••• A 
fuller understanding of teachers' role-conflicts 
is likely to be p2.rticularly imyortant in the near 
future •••• 11 
Floud( 16 ) too ha.s rem2.rked on the "inci:pient crisis" 
in the secondary-teacher's role, and has commented: 
"As we move sluggishly f orv1ard tO\-rards a national 
sys tern of secondary schools, ••• \-re are faced with 
the urgent need to clarify, if not to redefine, 
the teacher's role •••• VJe ••• are truly at the crossroads." 
vlest~tmod, writing in 1967,( 17) remarked that:( 18 ) 
" ••• role is a particularly useful concept to apply 
in the analysis of the social system of the school 
or classroom, and in the examination of the more 
general beha.viour of pupils and teachers." 
and has added that, at the time of \Yriting, (1967) there had been 
"almost no research relating to teacher and pupil .roles in 
England •••• " ( 1 9) 
Westwood suggests that role is an:( 20) 
" ••• abstract concel?t relating to the ideas that 
people have of expected or desired beha.viour ••• a set of 
related conceptions held by a person or grouy of the 
behaviour associated vlith a uarticular social 'uosition' 
- .. -
or ' status ' . " 
The behaviour of the role-incumbant may be seen, according to 
\llestvrood, as occupying a continuum from "those aspects of a role 
v1hich are absolutely necessary ••• to those \-.rhich are S]_)ecifica.lly 
forbidden." ( 21 ) 
15. F. Musgrove and P.R. Taylor, Society and The Teacher's Role, 
op.cit. pp. e and 56 
16. J. Floud, "Teaching in the Affluent Society", British 
Journal of Sociology, Vol. 13, 1962, (PP• 299-308~ pp. 303-304 
17. L.J. 'vTest\·.rood, "The Role of The Teacher", (1), 
Educational Research, Vol. 9, 1967, pp. 122-134 
18. Ibid, p. 123 
19. Ibid. 
20. Ibid, p. 124 
21. Ibid, p. 125 
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Westwood has also sug·gested that, as is the case in 
this study, areas of role-behaviour may be delimited for particu-
lar study. (The research in the present study focuses on pupils' 
expectations for the teacher's role). He has also indicated that, 
as Jl1usgrove and Taylor ( 22 ) have reported, there is a strong 
tendency for teachers in different sectors of the educational 
system to place different emphasis on different aspects of their 
role. Whether this is also true of teachers with varying respon-
sibilities in a comprehensive school remains to be tested. 
Certainly, as will be discussed later in this chapter, 
the teacher-training period must affect the way in which new 
teachers perceive their role Hestwood has commented that there is 
a.need for an investigation of the training course: ( 23) 
" ••• as one in which the student acquires his 
conceptions of what a teacher should be ••• the 
whole of the training period (is) one in which 
the student is learning to play his role." 
Crucially, with reference to this study, Westwood observes that a 
study should be made: ( 24) 
" ••• of the conceptions students have of the teacher's 
role when they embark upon their training." 
In addition, Westwood feels that it would be valuable to study how 
and why role-conceptions of beginning teachers change over the 
first year or two of full-time teaching. 
In a second article,( 25) Westwood discusses actual 
teacher behaviour in the classroom. He suggests that the teacher 
in fact has a wide range of behaviour alternatives from which to 
11 choose 11 , along the lines of Parson's "Pattern Variables 11 , which 
represent: ( 26 ) 
22. F. Musgrove and P .H. Taylor, 11 Teachers' and Parents' 
Conception of the Teacher's Role", op.cit. 
23! L.J. Westwood, "The Role of The Teacher, (1), Educational 
Research, op.cit 1 pp. 130-131 
24. Ibid, p. 131 
25. L.J. Westwood, "The Role of The Teacher, (2), Educational 
Research, Vol. 10, 1967-68, pp. 21-37 
26. Ibid, p. 23 
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" ••• dichotomous courses of action from which a role-
incumbent must choose, explicitly or implicitly, 
before he can orientate himself to the performance of 
his role. 11 
For example, should the teacher adopt an impersonal, instrumental 
approach, or be friendly towards his pupils and become emotionally 
involved with them? (Affectivity .V. Affective neutrality). 
Westwood believes that dilemmas stemming from pattern variables 
are found in an "acuter form" ( 27 ) in teaching than in most other 
occupational roles, and he suggests flexibility in approach to 
different pupils who may make different demands on and have 
differing expectations of, the teacher's role. 
Westwood believes that at the time of writing, (1968), 
most of the empirical studies of the teacher's role had: ( 28 ) 
" ••• erred on the side of being much too general in 
conception and. unrelated to other variables within 
the school or outside it." 
Most of the role-concept questionnaires that were then in existence 
dealt with general educational aims or general attitudes, and 
Westwood's major criticism, which the researcher has attempted to 
remedy in the present study, is that such questionnaires were not 
"related to specific behaviour (i.e. actions) in the role." ( 29) 
Westwood concludes by stating that there is:(30) "No empirical 
work which can be compared vli th the penetrating analysis of 
Waller," (which will be discussed later in this chapter), and again 
emphasises that: (31 ) 
27. :j:bid. 
28. Ibid, 
29. Ibid. 
30. Ibid, 
31. Ibid. 
"The dynamics of the teacher's performance of his 
role, how it is formed, modified and. re-formulated 
in interaction over time, is a topic that has 
received comparatively little attention •••• " 
p. 32 
p. 35 
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In fact the research into the nature of the teacher's 
role that does exist falls into several "genres"; that which deals 
with "desirable" teacher qualities will oe considered first. 
There has been a considerable amount of research, much 
of it American, intended to identify "desirable" teacher charact-
eristics. The earliest research was tnat of Kratz, (32) in 1896, 
who analysed over 2,000 essays v1ri tten by school children on the 
subject "The Best Teacher You Have Had." Kratz found that children 
valued those teachers who helped them with their work, who had a 
pleasant appearance, and dressed neatly, who were kind, gave. 
encouragement and praise, treated pupils as individ~uals and gave 
individual attention~ who were patient? polite,cheerful and 
friendly, good-tempered, had a good sense of humour, who were not 
nervous, had no favourites, had good discipline, were interested 
in their subject and who did not take their own moods out on the 
class. It is of great interest to compare Kratz's list with the 
results of the researcher's own content-analysis of pupils' 
essays; it would appear that the expectations of 20th century 
comprehensive-school pupils regarding their teachers are not 
dissimilar to those of pupils of nearly 100 years ago~ 
In another early study, Boyce,(33) who surveyed the 
evaluation methods used by School Boards in 242 American cities, 
in 1915, found that the teacher's discipline was emphasised by 
98% of the Boards, and that "instructional skill" was ranked next 
in importance. A similar survey conducted by King(34) ten years 
later (1925) found that instructional skill was rated first by 
School Boards, whilst the teacher's personality was placed second 
in importance, and the classroom management third. Discipline was 
rated only seventh in importance. 
Also worthy of note is the fact that as far back as 
32. H.E. Kratz, "Characteristics of the Best Teacher as 
Recognised by.Children", Pedagogical Seminary, 
Vol. 3, 1896, PP•. 413-418 
3 3. A .C. Boyce, "Methods of Measuring Teachers' Efficiency", 
14th Year Book of the National Societ for_the Stud of 
Education, Part 2, (Chicago: University Press, 1915 
34. L.A. King, "The Present Status of Teacher Rating'', 
American School Board Journal, Vol. 70, 1925, pp. 44-46 
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1920, Dolch (35) suggested that pupils are: (36) 
" ••• assuredly not deceived as to the character and 
effectiveness of those over them •••• The \oThole body 
of his students, taken together, has a very fair 
idea of his worth ••• as a man and as a teacher. 11 
In Dolch's survey, 82 university students wrote an essay entitled 
11 My :Best-High School Teacher." Dolch commented. that: (37) 
11 
••• one thing is clear. The students took 'best' to 
mean having ability to teach •••• Personal quali-ties 
follow with less numbers." 
The teacher characteristics mentioned most frequently by the 
students were as follows, in order of frequency: 1) Knew how to 
teach; 2) was interested in students; 3) had good discipline; 
4) knew the subject well; 5) made lessons interesting; 6) was good-
natured. 
In 1929, Charters and Waples(38 ) sought opinions on 
desirable teacher traits from school administrators, Professors of 
Education, parents and pupils. They identified 25 traits which were 
then ranked by 25 judges in order of importance. The traits that 
were also identified in the current research, with Charters and 
Waples' rank positions, were as follows: 
Attractiveness. ( 2) 
Considerateness. ( 5) 
Enthusiasm. ( 8) 
Fluency. ( 9) 
Industry. ( 14) 
Open-mindedness. (18) 
Progressiveness. (20) 
Scholarship. (23) 
Self-control. (24) 
35. E.W. Dolch, "Pupils' Judgements of Their Teachers", 
Pedagogical Seminary, Vol. 27, 1920, pp. 195-199 
36. Ibid, p. 195 
37. Ibid, p. 196 
38 •. W .W. Charters .. and D. Waples, The Commonwealth Teacher 
Training Study, (Chicago: University Press, 1929) 
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(cf. Categories: 71, "A good teacher looks neat and tidy;" 65, 
" ••• understanding about pupils' problems;" 26, " ••• is interested in 
what he or she is teaching;" 73, " ••• speaRs clearly;" 27, " ••• plans 
his or her lessons in advance;" 47, " .•• listens to pupils' views 
on things;" 59, " ••• uses modern methods of teaching;" 22, "knows 
the subject well;" 60, " ••• is good-tempered"). 
In 1945, Eliasson and Martin( 39 )-produced lists of 
"desirable" qualities and suggested, in contrast vTi th the findings 
of researchers such as Dolch, that increasing emphasis was being 
placed on the teacher's personality. The identified qualities were, 
in order of importance: 
( 1 ) Personality. 
( 2) Health. 
( 3) Scholarship. 
( 4) Intelligence. 
( 5) Speech. 
( 6) Character. 
( 7) Interests. 
( 8) Emotional stability. 
( 9) General culture. 
( 10) Ability to work with others. 
( 11 ) English. 
( 12) Attitudes. 
( 1 3) Love of Youngsters. 
In the same year, Reavis and Cooper( 4o) (1945) found 
that School Boards rated the "social relations" of the teacher as 
being most important, whilst their instructional skills were 
ranked second, and their personality third. 
Much of the relevant research of the first half.of this 
39. R.H. Eliassen and R.L. Martin, "Pretraining Selection of 
Teachers During 1940-3, 11 Journal of Educational Research, 
Vol. 38, 1945, (pp. 666-677) 
40. W.C. Reavis and D.H. Cooper, Evaluation of Teacher Merit in 
City School Systems, Supplementary Educational Monographs, 
No. 59, .(Chicago: University Press, 1945) 
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century has in fact been summarised by Borr, (41) who suggests that 
it focused (1948) on three main areas: 
a) What is a good teacher? 
b) How can teaching efficiency be meaningfully defined? 
c) Can future teaching performance be predicted? 
d) How does personality relate to efficiency? 
and also that 6 major types of study had been carried out using: 
a) teaching-practice grades 
b) in-service ratings 
c) college grades or level of degree 
d) measures of pupils' achievement 
e) consensus of opinion 
f) descriptive techniques 
employing the following three modes of analysis: 
a) personality and character traits 
b) desired competencies 
c) skill, knowledge, attitudes, interests, ideals. 
Borr suggested that all the main types of study had their limit-
ations, largely because of the number of assumptions that they made, 
for instance on the exact criteria of efficiency, and on measures 
of pupil achievement. 
After these "pioneering" surveys, there were several 
studies undertaken during the 1950s in an attempt to identify the 
characteristics valued by various members of the teacher's role-
set, such as pupils, colleagues, parents and Headteachers, and by 
teachers themselves. Three such studies are those of Coffman ( 42 ) 
(1954), Robertson( 43 ) (1957), and Gage, Lewitt and Stone (44 )(1955). 
41. A.S. Borr, "The Measurement and Prediction of Teaching 
Efficiency", Journal of Experimental Education, 
Vol. 16, 1948, pp. 203-283 
42. vl.C. Coffman, "Determining Students' Concepts of Effective 
Teaching from Their Rating of Instructors", Journal of 
Educational Psychology, Vol. 45, 1854, pp. 277-_286 
43. J.D.C. Robertson, uAn Analysis of The Views of Supervisors 
on. the Attributes of Successful Graduate Student-Teachers 11 , 
British Journal of Educational Psychology,Vol. 27, 1957 
44. N.L. Gage, G.S. Lewitt and G.C. Stone, "Teachers' Understanding 
of_ Their Pupils and Pupils' Ratings of Their Teachers,u 
Psychological Monographs. Vol. 69, No. 21, 1955, pp. 1-37 
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Coffman administered a rating-scale consisting of 18 
items to 2,000 pupils, who rated 55 teachers on each item according 
to a five-point Likert scale. He identified the factors of 
Empathy, (patience, understanding, tolerance, sense of humour); 
Organisation, (punctuality, subject-knowledge and interest in 
subject, well-prepared lessons); and Verbal Fluency, (clarity of 
speech and explanation; confidence), as being of major importance 
to pupils. 
Three years later Robertson compiled a list of teacher 
attributes on the basis of discussion with College of Education 
lecturers who were responsible for supervising the teaching-
practice of students. The areas identified by the lecturers as 
being most important were: attitude, (e.g. experience and temper-
ament); organisational and practical ability; teaching ability 
(e.g. ability to interest); physical qualities, (e.g. appearance, 
stamina, etc.); attitude and insight in dealing with others; 
attitude and insight in learning to teach, (e.g. grasp of princi-
ples and aims). 
Robertson found, however, that the college superyisors 
differed quite widely about the attributes that contributed to 
success in teaching-practice. He concluded that: (45) 
" ••• there were clearly a number of different approaches 
to students' teaching-practice •••• (Supervisors) do not 
proceed on the same lines or towards the same object-
ives in their guidance." 
Overall, however, supervisors gave most emphasis to the students' 
interpersonal relations and intellectual capacity. 
Perhaps the major study of the 1950s, however, was that 
of Gage, Lewitt and Stone, who, in a large-scale survey of nearly 
3,000 pupils in 19 schools, identified three elements of teacher 
behaviour: cognitive, social and emotional. In remarks that 
possess great relevance for the present research, the authors 
suggest that pupils' beliefs concerning their teachers are of high 
11 educational significance", particularly since:( 46 ) 
45. J.D.C. Robertson, op.cit. p. 122 
46. N.L. Gage et al, op.cit. pp. 2 and 13 
100 
" ••• pupils have greater opportunity than anyone else to 
observe the teacher, and they ~re sufficient in number 
to make their pooled ratings highly reliable •••• Pupils 
••• see the teacher 25 hours a week ••• and their 
observations and descriptions ••• have intrinsic 
educational significance. When the ratings of 20 or 
so pupils are averaged, the reliability of the mean 
is usually found to be quite high.!! 
The pupils in Gage et al's research identified 11 teacher charact-
eristics which they regarded as highly important. These were: 
1) Can explain things clearly. 
2) Makes pupils feel that he likes them. 
3) Makes pupils want to learn. 
4) Involves everyone in the lesson. 
5) Doesn't hurt pupils' feelings or 
frighten them. 
6) Understands pupils' problems with 
school work. 
7) Gives all children a chance to show 
their ability. 
8) Knows when the child is trying its best. 
9) Knows the level of work that the class 
can do. 
10) Doesn't make a fool of pupils in front 
of the class. 
11) Knows pupils' worries. 
(cognitive) 
(emotional) 
(cognitive) 
(social) 
(emotional) 
(cognitve) 
(social) 
(emotional) 
(cognitive) 
(social) 
(emotional) 
Many of these teacher attributes were also identified in the pupil 
essays collected by the researcher. (cf. Categories: 17, "A good 
teacher can explain things clearly;" 63, " .•• tries to get to know 
pupils personally;" 16, " ••• gives lessons that are interesting;" 
20, "Lets pupils take an active part in the lesson;" 13, " ••• doesn't 
frighten pupils;" 68, " ••• doesn't make a fool of pupils in front 
of the class;" 65, H ••• is understanding about pupils' problems;" 
and 25, " ••• knows the level of work that the class can do;") of 
the cognitive items, Gage et al explain:(47) 
"To foster achievement of the cognitive objectives of 
education is a major part of the teacher's role ••• the 
teachers must judge the intellectual readiness of 
pupils - their ability to learn from a task, to 
understand an explanation, to solve a problem. 
Conceivable, teachers who make such judgements more 
accurately will ••• teach more effectively. Their 
~ssignments, their explanations, and their discussions 
will be more appropriate, to their pupils' abilities." 
47. Ibid, p. 3 
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The "key words" relating to the cognitive items were found to be: 
"explain", "understand", and "learn", ( 48 ) relating to the d.egree 
to 1.orhich- teachers met pupils' needs for "cognitive understanding, 
motivation, and clarification."( 49)This area of teacher activity 
thus dealt with "the teacher's effectiveness in the traditional 
tasks of conveying knowledge-and imparting understanding," (50) 
also the teacher's o~~ subject-knowledge and intellectual ability. 
The "socialu area identified was concerned with the 
teacher's "efficiency in promoting the social adjustment and mutual 
acceptance-of all the pupils in her room," (51) whilst the 
"emotional 11 area involved the teacher's supportiveness and degree 
of acceptance and understanding of his pupils. Teachers who rated 
highly in this area made pupils feel that they liked them, and 
did not frighten them, hurt their feelings or embarrass them. 
Gage concluded by suggesting that some form of rating 
scale, such as that devised by the researcher, could be formulated 
to discover the relative importance to pupils of teacher charact-
eristics. 
Despite this continuing research, however, Evans(5 2) 
still commented in the first (1954) of two articles on teacher 
characteristics and ability that: (53) 
"There is still a great need for research on this 
subject, and in particular for enquiry and thought 
by ••• people concerned with the selection and training 
of teachers." 
and in a discussion of related research to date, (1954), Evans 
suggests that results thus far had not been 11 coherent or easily 
systemised."(54) However, in a second ar,ticle published in 
48. Ibid, p. 15 
49. Ibid. 
50. Ibid. 
51. Ibid. 
52. · K.M. Evans, 11 The Qualities of A Good Teacher", Education 
for Teaching, Vol. 35, 1954, PP• 50-54 
53. Ibid, p. 52 
54. Ibid. 
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1959, ( 55 ) Evans again summarised related research to date and 
stated that: ( 56 ) 
" ••• since 1931 there has been a shift of emphasis from 
a preoccupation with the importance of qualities such 
as intelligence, scholarship and professional knowledge 
to more descriptive studies of the teacher's person-
ality, and relationships between pupils and teachers." 
Evans also suggests that the main "desirable" teacher characteristics 
to be identified in the literature-up to 1959 were:(57) "physical 
characteristics, intelligence, scholarship, professional information, 
attitudes and interests, and personality." He comments that some 
published studies appeared to be based purely on the personal 
opinions of their authors, whilst others represent "a consensus of 
opinion" of various people involved in education. Evans goes on to 
analysise each identified characteristic in turn. He suggests that 
health and personal appearance came low on the scale of importance, 
but that there vrere variations according to the age and sex of 
pupils. Girls, for instance, appeared to attach more importance than 
boys to the teacher's appearance •. Evans also includes speech and 
accent under the heading of "physical characteristics", and 
suggests that possession of an accent strange to an area may result 
in "social isolation", whilst a poor command of language may 
obviously result in difficulty in conveying meaning to a class. 
Regarding intelligence, Evans believes that the research 
indicates that whilst there seems to be a "minimum level of 
. intelligence necessary for success in teaching, 11 (58 ) there is 
"little relationship" between teaching ability and level of 
intelligence. However, correlational studies have indicated, Evans 
states, that there is a "slight tendency"( 59) for students in 
55. K.M. Evans, "Research on Teaching Ability", Educational 
Research, 1959, pp. 22-36 
56. Ibid, P• 22 
57. Ibid, p. 25 
58. Ibid, p. 26 
59. Ibid, P• 27 
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training who are strong academically to be better teachers than those 
who are weaker in scholarship. This teacher characteristic is valued 
more by older and more able pupils, according to Evans. 
Evans also suggests that there is a small positive 
correlation between knowledge of educational theory and actual 
efficiency, whilst interest in teaching and a positive attitude 
to it "does not appear to be a good predictor of success as a 
teacher. 11 ( 6o) 
Regarding teachers' outside interests, Evans remarks that 
the belief that it is important for teachers to have many such 
interests is widespread, and is has been suggested in the litera-
ture that pupils prefer teachers who are involved in a lot of 
activities outside school. Evans states, however, that there is 
also evidence that pupils consider qualities such as "patience, 
friendliness, fairness and a sense of humour" ( 61 ) to be more 
important. (cf. Categories: 55, "A good teacher is patient"; 62, 
" ••• is cheerful and friendly"; 11, " ••• is fair and consistent 
about punishment;" 53, " ••• has a good sense of humour"). 
Indeed, the most frequently-mentioned characteristics 
in personality studies were, Evans writes:( 62 ) "leadership, 
initiative, enthusiasm, social qualities, resourcefulness, 
sympathy, fairness, tact, integrity and cheerfulness," though in 
many studies "little or no correlation" has been found between the 
personality ratings of pupils, Headteachers, inspectors and 
teachers themselves, and teaching efficiency:( 63) . 
"One thing that emerges very clearly ••• is that there 
does not appear to be any 'best' type of teaching 
personality ••• but there is abundant evidence that the 
characteristics of the teacher have a marked effect 
on the characteristics and behaviour of the children." 
Studies using factor analysis, according to Evans, rarely produce 
consistent results. The factors most frequently identified, 
~0. Ibid, P• 30 
61. Ibid. 
62. Ibid. 
63. Ibid, p. 31 
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however, were: 
a) general knovTledge and mental ability 
b) intelligence and its application to teaching 
c) empathy with pupils 
d) ability to appear live and interesting 
e) ability to obtain pupil response 
f) ability to adapt to different situations, 
and to draw on experience. 
g) professional maturity 
h) personal, emotional and social adjustment 
i) personal appearance and attractiveness 
j) speech 
Evans conclud.ed that much of the available research on the 
characteristics of successful teachers to date (1959), was as it 
had been in 1954, contradictory and inconclusive. Indeed:( 64) 
"Differences between results obtained appear to be 
more marked than similarities, and correlations 
.between teaching efficiency and other qualities of 
the teacher are usually small." 
These findings appear to suggest that teaching requires many 
different abilities: ( 65) 
" ••• no one of which is by itself sufficient to ensure 
success ••• each ••• makes a small, but necessary contri-
bution •••• An adequate level of health, intelligence 
and knowledge, the desire to teach, a liking for 
children and the ability and will to use and apply 
knowledge in their education are major factors 
contributing to success •••• If these can be added to 
a pleasing personality and a lively interest in the 
world ••• the result is likely to be a very good teacher 
indeed." 
Five years later, however, in another survey of the 
literature evaluating teacher competence, Davis( 66 )commented that the 
majority of researchers in the field had in fact identified the 
64. Ibid, P• 33 
65. Ibid. 
66. H. Davis, uEvolution of Current Practices in Evaluating 
~eacher Co~petence(r, in Contemporary Research on Teacher 
Effectiveness, Ed.: _B.J. Biddle and W .J. Ellena, 
{Ne1-.r York: .Holt, Rinehar.t and ltlinston, 1964) 
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main areas of competence as being: 
a) personal qualities and relationships 
b) instructional skills and classroom management 
and this does in fact appear to be a fair summing-up; both these 
areas were clearly identified in the present study. In any case, 
only 3 years after the publication of Evans' second article, the 
major British study of the teacher's role was produced by P.R. 
Taylor, (1962), a survey( 67 ) of the opinions of over 1300 children 
in 17 schools·about "good teachers". Well over half of the pupils 
in the survey were of junior school age (12 schools), but 401 
secondary-modem pupils (4 schools) and 112 grammar school pupils 
(1 school) were also represented. 
Taylor, who also briefly summarises related research to 
date (1962), makes the point that "few evaluations of teacher 
characteristics made by children have been undertaken in this 
country," ( 68 ) despite the fact that as early as 1880 J. Ward (69) 
observed of teachers that: "surely one of the first steps tov1ards 
the understanding of the young is to know how they regard us." 
Earlier studies according to Taylor had found a tendency 
for older pupils to choose more impersonal roles as like the "good 
teacher" (Morris, 1958), and that valued qualities were general 
teaching ability and competence, a sense of humour, being friendly, 
approachable and understanding, and giving interesting lessons, 
(Allen, 1959) Allen also found that boys valued more highly than 
girls a teacher's ability to teach, whilst girls valued the 
teacher's sociability more highly. Hollis (1935)( 7o) in a survey 
of over 8,000 children of different ages, identified 7 important 
areas of teachers' behaviour, as follows: 
67. P.R. Taylor, "Children's Evaluations of the Characteristics 
of The Good Teacher", British Journal of Educational 
Psychology, Vol. 32, 1962, (pp. 258-266) 
68. Ibid, p. 258 
70. 
Ibid, (Q,uoted from: J. Ward, Psychology Applied to Education, 
(Cambridge: University Press, 1926) 
Hollis, "The Personal Relationship in Teaching11 , (Unpublished 
M.A. thesis, University of Birmingham, 1935) 
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1) Explaining difficulties patiently. 
2) Being friendly and sympathetic. 
3) Being just and fair. 
4) A sense of humour. 
5) Allowing plenty of children's questions. 
6) Having wide interests. 
7) Discipline. 
(Six of these areas were also identified by the researcher in the 
current survey. cf. Categories: 17, "A good teacher can explain 
things clearly;" 23, " ••• helps pupils who are slow at their work;" 
II • 
• • • 18 55, " ••• is patient;" 62, " ••• is cheerful and friendly;" 65, 
understanding about pupils' problems;" 11, " ••• is fair·and 
consistent about punishment;" 53, " ••• has a good sense of humour;" 
20, " ••• lets pupils take an active part in the lesson;" and 1, 
11 
••• can keep control of the class"). 
Taylor comments that whenever the method of pupils 
rating teachers has not been used, "it has been acknowledged as a 
reliable method of judgement."(71) The pupils in Taylor's survey 
wrote 2 essays, entitled "A Good Teacher" and "A Poor Teacher". 
The children had a maximum of 30 minutes to write the two essays, 
which were then content-analysed by 21 teachers. Four main areas 
were identified: Teaching, Discipline, Personality and Organisation, 
(T,D,P and 0). (Compare the researcher's three areas: Discipline 
and Control, Teaching methods and Personality; Taylor's "Organis-
ation" section was in fact completed only by junior-school pupils). 
In addition, 84 teachers (53 junior and 31 secondary) also wrote 
down 5 characteristics which they thought most clearly represented 
the behaviour of the "good teacher". 
Using the essay statements, 5 scales were constructed, 
each consisting of 6 items. Scales B, C, D, and E comprised the 
most frequently-recurring 6 items in the four areas. Scale A was 
made up of the 2 items occuring most frequently in each of the 
three areas T, D and P. Pupils were to rank the six items in each 
scale, (presented in random order), from 1 - 6. A check-list was 
also constructed, consisting of 20 pairs of words and phrases; 
children were told to tick only those applying to a "good teacher". 
71. P.R. Taylor, op.cit. p. 259 
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The scales were made up of the following statements: 
SCALE A. 
i.) 
ii.) 
iii.) 
iv.) 
v.) 
vi.) 
SCALE B. 
i.) 
ii.) 
iii.) 
iv.) 
v.) 
vi.) 
SCALE C. 
i.) 
ii.) 
iii.) 
iv.) 
v.) 
vi.) 
SCALE D. 
i.) 
ii.) 
iii.) 
iv.) 
v.) 
vi.) 
Teaching, Discipline, and Personality. 
A good'teacher is fair and just about punishment and 
has no favourites. 
A good teacher explains the work you have to do, and 
helps you with it. 
A good teacher is patient, understanding, kind and 
sympathetic. 
A good teacher is cheerful, friendly, good-tempered 
and has a sense of humour. 
A good teacher is firm and keeps order in the 
classroom. 
A good teacher encourages you to work hard at your 
school work. 
Manner and Method of Disci:Qline. 
as v.) in A. 
as i.) in A. 
A good teacher praises you for behaving well and 
working hard. 
A good teacher has no favourites. 
A good teacher lets you have some of your own way. 
A good teacher uses the cane or strap when 
necessary. 
Manner and Method of Teaching. 
as vi.) in A. 
as ii.) in A. 
A good teacher knows a great deal about the subject 
he is teaching. 
A good teacher gives interesting lessons. 
A good teacher gives you time in the lesson to finish 
your work. 
A good teacher marks your work regularly and fairly. 
Teacher's Personal Qualities. 
A good teacher is cheerful and good-tempered. 
A good teacher looks nice and dresses well. 
A good teacher is well-mannered and polite. 
as iii.) in A. 
A good teacher has a sense of humour. 
A good teacher is friendly with children in and out 
of school. 
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SCALE E. 
i.) 
ii.) 
iii.) 
iv.) 
v.) 
vi.) 
1 
Teacher's Organizing Abilities. 
A good teacher makes certain that the classroom is 
tidy and attractive. 
A good teacher has work ready for you as soon as you 
get into the classroom. 
A good teacher makes sure you have the pens, paper 
and books you need. 
A good teacher lets children help to give out books, 
pencils and paper. 
A good teacher knows where to find the things he 
wants. 
A good teacher is able to organise all kinds of 
activities in the classroom. 
897 children participated in the ranking process; 500 
in the fourth year of junior school, 230 in the second year of 
secondary school, and 167 in the fourth year of secondary school. 
Fourteen junior schools, 6 secondary-moderns and 2 grammar-schools 
were represented. In addition, 131 teachers and 43 student-teachers 
also completed Scale A. Items ranked first were given 6 points, 
items ranked second 5 points, and so on. 
Taylor discovered that children of all ages gave most 
weight to the teaching ability of a teacher, skill at explanation, 
helping with work and making pupils work hard. Least importance 
was attached to the teacher's personal qualities- attributes 
such as patience, understanding, sympathy, kindness, cheerfulness, 
good-temper, 1sense of humour and friendliness. (Interest in these 
qualities was greatest amongst 4th year secondary pupils -
especially boys). 
The teachers surveyed, however, overall gave most 
weight to the teacher's personal qualities, and then approximately 
equal weight to the two areas of 11 teaching11 and 11 d.iscipline". The 
secondary teachers in the sample, and those teachers who were 
graduates, attached most importance to teaching skill, whilst the 
student-teachers rated personal qualities most highly, and 
discipline items only third. Thus Taylor concludes that: ( 72 ) 
nTeachers emphasised to a greater extent than children 
the 'good teacher's' personal qualities, and to a 
72. Ibid, p. 261 
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lesser extent his teaching and discipline." 
(There was, however, a slight tendency for more experienced 
teachers to weight discipline more highly than "teaching"). 
On Scale :B ("discipline" items), all-pupils ranked first 
either: "A ~ood teacher-is firm" or "A good teacher is fair and just 
about punishment. The statement: uA good teacher lets you have some 
of your own·wayu was ranked last. Interestingly, fourth year girls 
were more concerned about teachers having no favourites than with 
them being firm. 
On Scale C ("Teaching Qualities"), secondary-age pupils 
ranked the teacher's skill at explaining first, and his subject-
knowledge second, whilst on Scale D ("Personal Qualities"), 
friendliness was ranked first or second by all pupil groups, and 
appearance and dress was ranked last. Secondary pupils were more 
concerned than junior-age pupils with the teacher's cheerfulness 
and good-temper. Taylor concludes by making the crucial point that 
children: ( 7 3) 
"Probably perceive (good teaching) as a means to the 
satisfaction of a need they have in our society; to 
be taught and to learn." 
However, it also appeared clear that children of different levels 
of maturity have different needs. Of the teachers' belief that 
personal qualities are most important, Taylor remarks:( 74 ) 
"The majority of teachers sampled in this enquiry 
would seem to be depending for their evaluation of 
a 'good' teacher on the quasi-psychological view 
of the child current in education, especially in 
teacher-training, which stresses the need the child 
has for the sympathetic, kindly understanding of a 
patient, cheerful, good-tempered adult, and which 
tends to play down the need the child may have to 
be taught and to learn." 
Taylor's results are of great interest since they in fact support 
the suggestion that pupils possess a highly instrumental view of 
73. Ibid, p. 264 
7 4. Ibid. 
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the school's role, and consequently of the teacher's role, that 
was made in the first part of this chapter. Once again, too, 
teachers are shown not to share this view to the same extent as 
their pupils. In 1967 Musgrove( 75 ) conducted a similar study of 
78 grammar-school and 185 secondary-modern teachers in an attempt 
to identify areas of role-conflict. 
Four main areas of teaching activity: discipline, 
teaching, personality and organisation, were ranked by the teachers 
in Musgrove's sample in the following way: 
a) As they believed their Head teacher would rank them. 
b) As they believed their colleagues would. 
c) As they believed their pupils would. 
d) As they believed pupils' parents vmuld. 
and e) As they believed these areas actually characterised 
their work. 
Using Kendall's coefficient of concordance, Musgrove 
computed the extent of the agreement between ranks, and assumed this 
measure to reflect the degree of role-conflict actually experienced 
by each teacher. (The reasonableness or otherwise of this 
assumption is discussed at the end of this chapter). 
MusgTove estimated that 33% of secondary-modem 
teachers, and 26.9% of grammar school teachers suffered a high 
degree of role-conflict. He found that all groups of teachers 
attached most weight to 'teaching' , and that(76 )"most conflict 
was experienced over the part that 'discipline' and 'personality' 
play in the work of a teacher." There were "marked discrepancies" 
in the perceived evaluations of personality; for instance, male 
grammar-school teachers valued this area highly, but believed that 
Headteachers attached little weight to it. Most teachers saw their 
Heads as attaching more weight than they did to discipline, and 
75. F. Musgrove, "Teachers' Role-Conflicts in the English 
Grammar and Secondary-Modem School", International Journal 
of Educational Sociology, Vol. 2, 1967, pp. 61-68 
76. Ibid, p. 65 
77. Ibid. 
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pupils as attaching less weight. Musgrove concluded that:(78 ) 
"Both men and vTomen in both types of school w~re poised, 
in their ideal conception of their roles, between the 
perceived expectations of their pupils regarding 
'personality', on the one hand, and the quite contrary 
perceived emphasis of Headteachers on the other." 
Whilst secondary-modern teachers were " ••• much more at odds with 
the perceived expectations of their pupils,"( 79) perhaps because 
of lack of clarity of objectives, Musgrove comments that teachers 
in both types of school seemed to exist as a:( 80) 
"~ •• bridge between the perceived values of the Head 
and the contrary values of their pupils, particularly 
in their evaluation of 'personality' in the teacher's 
roie. In comparison with pupils, Headteachers are 
seen as attaching little importance to friendly, 
sympathetic and understanding personal relationships; 
the teachers themselves stand midway in the emphasis 
they place on these attributes." 
Other research carried out during the 1960s included 
that of Veldman and Peck,( 81 ) Rosen,( 82 ) Wiseman and Start, (83) 
and Hargreaves. (84) Veldman and Peck, in 1963, remarked that: (85) 
" ••• the pupils taught by a teacher are generally the 
best judges of her effectiveness or ability ••• they 
see the teacher perform on many different occasions, 
as she encounters a wide variety of problems." 
Using a questionnaire developed at the University of 
Texas, entitled the "Pupil Observation Survey," pupils rated 
78. Ibid, p. 67 
79. Ibid. 
80. Ibid, p. 68 
81. D.J. Veldman and R.F. Peck, "Student-Teacher Characteristics 
from the Pupils' Viewpoint," Journal of Educational 
Psychology, Vol. 54, 1963, pp. 346-355 
82. J. Rosen, "Personality and First Year Teachers' Relations with 
Children,"_School Review, V.ol. 76, 1968, pp. 294-311 
-
83. S. Wiseman and K.B. Start, "A Follow-Up of Teachers Five Years 
After Completing Their Training," British Journal of 
Edu'cational Psychology, .Vol. 35,-1965,. pp. 342..,. 361 
84. D.H. Hargreaves, Social Relations in a Secondar School, 
(London: Routledge and Kegan Paul , 1967 
85. D.J. Veldman and R.F. Peck, op.cit. p. 347 
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student-teachers on 38 items. Veldman and Peck identified five 
factors of teacher behaviour, as follows: 
(1) Friendliness, cheerfulness. 
(~) Subject-knowledge. 
(3) Ability to interest and explain. 
( 4) Discipline. 
(5) "Democratic" outlook: listening to pupils' opinions. 
and unlike Evans, but in agreement \·lith Davis, they suggest that 
"strikingly similar"( 86 ) factors have emerged from a number of 
other studies, resulting in an "extremely stable" (87) teacher 
stereotype which emphasises empathy, competence and effective 
teaching. 
Two years later, vliseman and Start, in a survey of 
248 teachers of five years' experience and using Headteachers' 
evaluations, identified seven important areas of competence: 
(1) Personality factors. 
(2) Teaching ability. 
(3) Intellect and command of subject. 
(4) Relationships with staff. 
(5) Relationships with pupils and their parents. 
(6) Organisational ability. 
(7) Extra-curricular activities undertaken. 
\vhilst in 1968, Rosen, in a study that attempted to assess the 
relation between teacher personality and effectiveness found that 
teachers who were liked best by pupils \vere in teres ted in their 
job and in children, wanted to help children, and were vrilling 
both to adapt their methods and to accept criticism. Interestingly, 
Rosen found that those teachers who were liked appeared to 
be more concerned with teaching values and behaviour than with 
teaching subject-matter. 
Hargreaves, as teacher-observer in a north of England 
secondary-modern school in the late 1960s, found that pupils' 
stream affected the expectations which they had of teachers. 
86. Ibid, p. 354 
87. Ibid. 
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Hargreaves suggests that the higher the academic stream of the 
boys in question, then the more likely \orere they to approve of 
teachers who could control the class and keep pupils quiet, make 
pupils work hard and punish pupils who misbehave in class. The 
boys in ~41 .A., the top fourth-year class, were highly critical of 
those teachers who failed to achieve their requisite standards of 
control and instruction, since "such failure inhibited their 
academic attainment. 11 ( 88 )Hargreaves points out that teachers 
arrive in their classrooms with a set of expectations about the 
way in which their pupils should behave. 11ore importantly, with 
reference to this research, pupils also have expectations for 
teacher behaviour. Hargreaves suggests that basically, pupils' 
expectations centre on firm control and tuition that promotes 
learning. 
Finally, two studies from the early 1970s are worthy 
of note. In 1970, Finlayson( 89) confirmed that role analysis is 
appropriate to the study of teacher-pupil interaction, and in fact 
proposed the method adopted for this study: (90) 
"By considering a number of behavioural statements 
relating to any role, respondents can indicate the 
degree to which these statements correspond to their 
expectations, ••• there is no reason why the responses 
of pupils to a number of items should not be combined 
in order to derive scores which indicate how they 
perceive that their teachers and peers behave in 
important dimensions of their roles." 
Again the expectations of members of the role-set can be expressed 
either normatively, as in this study, (how they think teachers 
ought to behave), or in terms of actual behaviour, (how they think 
teachers actually do behave). 
Finlayson identified five major areas of teacher role 
behaviour: 
(1) Thrust: teacher behaviour contributing to more effective 
learning by pupils; subject-knO\·.rledge; exposition; 
88. D.H. Hargreaves, Social Relations in A Secondary School, 
op.cit. p. 94 
89. D .s. Finlayson, "How High and Lovr Achievers See Teachers' 
and Pupils' Role_Behaviour,u Research in Education, 
Vol, 3, 1970, pp. 38-52 
90. Ibid, pp. 38-39 
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interest in pupils and willingness to help them 
individually. (12 items in all). 
(2) Motivational Awareness: teacher beha.viour indicating a real 
desire to interest pupils; interest in their own 
work; use of discussion and visual aids; ability to 
relate \vhat is done in class to the interests of 
pupils. (12 items). 
(3) Consideration: teacher behaviour indicating concern for 
pupils' individual problems. (16 items). 
(4) Use of Authority: ( 10 items). 
(5) Social Support: teacher behaviour indicating that teachers 
cultivate warm, friendly relations with pupils; are 
receptive to pupil approaches and willing to talk 
about pupils' personal problems. ( 1 2 i terns). 
Cameron-Jones and McDade( 91 ) (1972) also affirmed that 
role theory is a possible framework within which teaching may 
be studied. Crucially they state that:(92 ) 
" ••• classroom events may be seen in part as a function 
of the teacher's own role-conception, and also of the 
expectations held for her by those in complementary 
roles." 
In a survey of 721 pupils' opinions about student-teachers, the 
writers found that whilst the students were generally regarded as 
being highly likeable, they were also thought of as being 
relatively impotent in their ability to be strict and tough with 
classes. The most successful student-teachers (according to 
supervisor's assessment) appeared to be those who "succeeded in 
confounding" (93) the pupils' role-expectations for them, although 
this meant that they were liked less personally. Cameron-Jones 
and McDade conclude that:(94) 
"The teaching-practice period is commonly described 
as an occasion of role-ambiguity assumed to arise 
from inconsistencies between student-teachers' 
conceptions of their roles, and the roles sent 
by focal others." 
91. M. Cameron-Jones and D.F. McDade, "Pupils' Expectations of 
Student-Teachers," Durham Research Review, 
Vol. 6, .No. 29, 1972, pp. 695-700 
92. Ibid, p. 695 
93. Ibid, p. 698 
94. Ibid, p. 699 
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To conclude this section, it does appear that whilst 
the research of many decades has identified a bewildering array 
of "desirable" teacher characteristics, there is a general 
agreement on the importance of instructional skill and class 
control, together with a personality that creates a harmonious 
classroom atmosphere. These findings are in keeping with the 
arguments of the first part of this chapter. 
In addition, the most thorough research to date, that 
of Musgrove-and Taylor, has suggested that different members of the 
teacher's role-set have different expectations of his role, and 
that teachers themselves often do not realise what pupils' 
expectations are, believing that their personality is of more 
importance to pupils than perhaps it is. However, no research of 
this kind has yet been conducted in comprehensive schools; it 
seems likely that teachers working in such schools may be even 
more unsure of their roles than grammar-school and secondary-modern 
teachers appeared to be, and perhaps just as unaware of their 
pupils' feelings on the matter. 
A second "genre" of the literature on teacher charact-
eristics is made up of children's essays and letters on the 
subject of their teachers. Although they are not immediately 
"quantifiable", like most of the research already discussed, the 
children's comments are very valuable in focusing attention on 
key areas. 
Firstly, Edward Blishen's collection of children's 
essays, already referred to, (95) provides an interesting catalogue 
of pupil opinion concerning teacher characteristics. Many of the 
comments in Blishen's book make depressing reading:(96 ) 
" ••• teachers are found guilty of remoteness, absence 
of sympathy ••• attachment to trivial rules, failure 
to admit their ignorance or uncertainty." 
In addition, teachers are frequently accused of being unable to 
Uform with their pupils the relationships these children are 
seeking: ( 97 ) 
95. E. Blishen, op.cit. 
96. Ibid, pp. 11 and 129 
97. Ibid. 
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" ••• teachers can be insu~ting, rude and cruel 
••• impatient, lacking in enthusiasm ••• aloof author-
itative persons (not) ordinary companionable human 
beings, ••• children want an end to the old remoteness 
between teacher and pupil." 
Blishen found that pupil comments fell into four main 
sections: The teacher's personality, teaching methods, discipline, 
and the curriculum.(These were the areas identified by the 
researcher, who combined the two areas ttteaching methods" and 
"the curriculum"). Many of the children's remarks mirror· those 
found in the essays collected by the researcher. A selection of 
the observations collected by Blishen, is given below, but again it 
must be borne in mind that his respondents were self-selecting, 
probably highly-motivated, and probably of above-average academic 
ability: 
Many children appeared to prefer young teachers " ••• and 
would retire them at 35."(98 ) (cf. Category 56, "A good teacher is 
young"). They disliked teachers who picked on people (cf. Category 
4 3, "A good teacher doesn't pick on people"), and admired those 
who are "deeply in love with their subject".(99) (cf. Category 26, 
"A good teacher is interested in vlhat he or she is teaching"). 
The children greatly valued understanding teachers, (but found 
these "few and far between"),( 1oo) and also respected those 
teachers who treated them as "individuals, and not as a flock of 
sheep all with the same purpose in life."( 101 )(cf. Category 63, 
"A good teacher tries to get to know pupils personally"). 
They also appreciated staff who gave them a chance to 
discuss things, rather than treating them as "passive recept-
acles11,(1) and who allowed them to find things out for themselves 
instead of "being taught at".( 2)(cf. Categories 20, "A good 
98. Ibid, P• 13 
99. Ibid, p. 20 
100. Ibid, p. 37 
101. Ibid. 
1. Ibid, p. 55 
2. Ibid, p. 59 
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teacher lets pupils take an active part in the lesson11 and 41, 
11 A good teacher lets pupils talk quietly v1hile they are working"). 
They preferred varied work and interesting lessons, which often· 
implied a lot of pupil participation:(3) 
"Lessons must be a mixture or combined effort by 
teacher ••• and pupils ••• allow the children to take 
more part in the lessons. They should discuss the 
subject ••• with the teacher, airing their own views 
and listening to other pupils. 11 
(cf. Categories 19, "A good teacher doesn't give a class the same 
sort of work every lesson; 11 16, " ••• giveslessons that are inter-
esting;" 36, " ••• lets pupils help one another with their work; 11 
47, " ••• listens to pupils' views on things 11 ). Many pupils 
desired a "less formal" atmosphere, with teachers calling all 
children by their christi an names: ( 4) " ••• everyone (should) be 
regarded as a personality with good qualities to cherish. 11 They 
wanted to work at their own pace, and they expected staff to be 
available "at any time" (5) to help or advise any worried or 
enthusiastic pupil. (cf. Categories 51, "A good teacher calls 
pupils by their christian names;" 63, "· .• tries to get to knmv 
pupils personally;" 25, " •.• knows the level of work that the class 
can do;" 23, 11 ••• helps pupils who are slow at their work;" and 
65, " ••• is understanding about pupils' problems"). Whilst many 
of Blishen's respondents clearly viewed school as a "prison" 
(" ••• a bored and unhappy creature has to be kept in a cage," ( 6) 
and wanted to be "freed", Blishen himself observes that:(?) 
3. Ibid, 
4. Ibid, 
5. Ibid, 
6. Ibid, 
7. Ibid. 
"It is not anarchy they want •••• Schoolchildren hate 
being out of control ••• because that turns schooling 
into a farce ••• and long periods of it are wearisome 
and demoralising." 
PP• 62 and 65 
P• 65 
p. 91 
P• 153 
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whilst a child adds:( 8 ) " ••• discipline has to be enforced to keep 
any school in order.n According to Blishen's essays teachers who 
are most respected by their pupils have enough control to keep 
the class in order, but are not "overstrict". A child writes: (9) 
"Teachers should have extra training to be able to 
control a class, ••• if a teacher cannot control a 
class, the teacher should either give the job up 
or go away for disciplinary training. 11 
Blishen concluded by summarising the qualities that 
children seem to want in a teacher. Virtually all of these points 
are covered by the researcher's categories:( 1o) 
"They should be understanding ••• and patient; should 
encourage and praise wherever possible; should listen 
to their pupils and give (them) a chance to speak; 
should be willing to have points made against them, 
be humble, kind, capable of informality and ••• pleasant 
•• ~share activities with their children ••• attempt to 
establish links with parents ••• punctual for lessons; 
enthusi'astic ••• allow (children) ••• to take the 
initiative in school work; ••• be warm and personal ••• be 
equals ••• prepare lessons in advance ••• and be able to 
communicate personally with their pupils." 
Another anthology, Gow and McPherson's collection of 
non-certific.ate pupils' comments about school, Tell Them From 
Me,< 11 ) has also been discussed at length in the previous chapter. 
Many of the pupils' remarks also referred to teacher characteristics, 
both good and bad, and these may be briefly summarised here. 
The teacher characteristic that was most frequently 
mentioned by the pupils in Gow and McPherson's sample, and which 
appeared to be valued highly by very many children, related to 
being treated in an adult way, and not like "little kids". (cf. 
Category 46, "A good teacher doesn't talk down to pupils"). Other 
valued qualities were: The teacher's interest in his subject, 
interesting lessons, taking a personal interest in individual 
8. Ibid, p. 160 
9. Ibid, p. 1 38 
1 O. Ibid, p. 131 
11. L. GowandA. McPherson, op.cit. 
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pupils, giving individual help to the not-so-bright, not stigma-
tizing pupils as ulazy or stupidu or picking on them, trying to 
understand and help with personal problems, taking pupils' 
opinions into account when deciding what areas of a subject to 
cover (having regard to pupils' views of a subject's usefulness 
and relevance to the outside world), good discipline, and 
patience: ( 12 ) 
" ••• the teachers should have been more strict with 
their orders. Instead they were soft. They even 
let some of the boys S\o~ear at them •••• No, I really 
detested every single year. Either you got a soft 
teacher or you got a strict teacher. The soft ones 
didn't bother and a strict teacher made you scared. 
You know, to be a teacher you need to know more 
than English, Maths, Geography, History, etc. 
You need to learn to get through to a class full 
of kids and grown-ups •••• Patience would be a 
good thing for them." 
Other desirable characteristics were: A sense of humour and ability 
to "take a joke", treating pupils with respect as individuals and 
not as inferiors ("like dirt"), kindness, making pupils work hard, 
trust, fairness, friendliness, good explanation, youth, taking 
part in and organising trips and visits, not giving much homework, 
allowing pupils to express their views freely, not "showing pupils 
up" in front of the class, encouragement, a willingness to answer 
questions and the settling of work appropriate to the age-group 
concerned. 
Many of the findings of Tell Them From Me have been 
confirmed by J. Schostak, a research student at the University of 
East Anglia, who conducted 100 interviews and also questionnaire 
research amongst 178 fifth-year and 180 third-year pupils in a 
north of England comprehensive, in an effort to discover pupils' 
feelings about their lessons and their teachers. Schostak (writing 
in the T.E.S. of 25.6.82), found that pupils disliked teachers who 
frightened them, "showed then up" in front of their peers, called 
them names or physically pushed them about; who treated them "like 
children" (80% of fifth-year pupils complained of this), did not 
trust them to·act on their own initiative, and generally treated 
12. Ibid, p. 46 
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them with a lack of respect. 
Enquiry One} 13) referred to earlier in this chapter, 
also discussed teacher characteristics, and suggested that in the 
opinion of the pupils surveyed, "boring" lessons were caused by 
pupils' failure to understand, monotony; lack of variety, 
repetitiveness, poor explanation, lack of pupil participation, 
and subjects deemed irrelevant to pupils' future jobs. Pupils 
stated that they would have valued more explanations, slower 
tuition, more participant practical work, more variety and more 
concentration on their weaknesses. 
Other interesting research includes an analysis of 
8,000 children's letters to a radio programme on the subject of 
"The Teacher Who Has Helped Me Most", conducted by Witty, (1947)( 14) 
who found that certain traits were repeatedly emphasised by pupils 
of all ages (9-18 years). Using a crude form of content-~~alysis, 
and 3 coders in addition to himself, Witty found that children 
aged from 9-14 valued most highly teachers who were kind and 
considerate to individual pupils; understanding, and who did not 
try to embarrass_pupils in front of others; who had a "democratic" 
attitude, and. did. not "talk down" to children or patronise them; 
who varied lesson-content frequently, and were patient. Young 
people aged from 14-18 also valued these characteristics very 
highly, but in addition they placed great emphasis upon the 
teacher's fairness and impartiality. Other characteristics that 
were frequently mentioned by both age-groups were: a pleasant 
appearance and friendly manner, a sense of humour, cheerfulness, 
calmness, a willingness to help the less able, an interest in 
pupils' problems, flexibility, the use of praise, and subject-
knowledge. 
Finally, the research of Jersild, (1940) is also of 
relevance, since like the present research it involves the 
opinions of student-teachers. Jersild. ( 15 ) analysed the essays of 
13. R. l'v1orton-Williams and S. Finch, op.cit. 
14. P. \vi tty, 11An Analysis of the Personality Traits of the 
Effective Teacher11 , Journal of Educational.Research, 
Vol. 40, 1947, PP• 662 - 671 
15. A.T. Jersild, "Characteristics of Teachers Who Are 'Liked Best' 
and 'Disliked Most', liJournal of Experimental Education, 
Vol. 9, 1940, pp. 139-151 
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137 students in a teacher-training college, and also interviewed 
the same students, about the qualities of those teachers whom they 
had liked best and liked least when they were at school. He 
produced a set of categorie which Jersild himself admits to be 
"rather arbitrary, 11 ( 16 ) in order to code responses. A reliability 
level of 0.85 is claimed. 
The characteristics identified fell into 5 main areas: 
1) Personality, 2) Appearance, 3) Discipline and Class Management, 
4) Participation in Extra-Curricular Activities and 5) Teaching 
Methods and Effectiveness. 
Those teachers liked most were kind, sympathetic, 
friendly and were not frightening. They were understanding, 
cheerful, friendly and tried to get to know pupils personally; 
they had a sense of humour, and were also attractive in appearance 
and dress, and had a pleasant voice. They were fair, good-tempered, 
patient, calm, gave interesting lessons and were interested in what 
they were teaching. They knew their subject well and explained 
things clearly. 
The main qualities of teachers who were disliked most 
were nervousness, a lack of understanding, sympathy and interest 
in individuals; sarcasm, ridicule, frightening behaviour, too 
rigid, strict and inflexible discipline; and a lack of enthusiasm 
and interest in their work. 
e 
Jersild also analysed the essays of 526 school children 
aged from 15-17 on the same subjects, and in addition interviewed 
some of the sample. Characteristics of teachers who were liked 
most that were mentioned by over 10% of the 298 pupils aged 13-17 
were: Kindness, sympathy, consideration, interest in pupils as 
individuals, fairness, good discipline, (not too strict), inter-
esting lessons, enthusiasm, help for slow pupils, and most 
importantly, subject-knowledge and the ability to explain things 
well. The children's replies fell into the 3 main areas of human 
qualities, discipline, and teaching skill. 
Characteristics of teachers liked least that were 
mentioned by over 1 O% of pupils \·rere: bad-temper, favouritism, 
sarcasm, embarrassing and frightening pupils, and giving too much 
homevTork • 
. - .. 
16. Ibid, p. 139 
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Interestingly. Jersild commented that: ( 17) 
"There are outstanding differences between the trends 
in the reports by adults and by children. Adults 
emphasise general personal traits, as distinguished 
from specific characteristics of her performance as 
a teacher, considerably more than do the children • 
••• The children on the other hand, give relatively 
more emphasis to qualities and characteristics of the 
teacher's performance as a teacher, (interesting 
lessons_and individual help) •••• Adults mention items 
concerned with the teacher's physical appearance, 
dress, grooming and quality of voice considerably 
more often than do the children." 
In addition, older children placed considerably more emphasis on 
characteristics related to performance as a teacher than younger 
children did. Older children especially valued good explanation 
and knowledge of subject. Jersild comments that:( 18 )" ••• it would 
appear ••• that pupils' judgements tend to become more impersonal 
as the pupils grow older •••• " These results clearly tally with 
those of Musgrove and Taylor, already discussed. 
A third genre of the literature is the diary-type 
account of classroom experiences, kept and published by a few 
teachers. Whilst such accounts are necessarily subjective, they 
also provide some of the most interesting evidence about the 
teacher characteristics that are most favoured by pupils. One such 
account is Learner Teacher by Nicholas Otty, (19)which describes 
the author's first year of teaching in an English grammar-school. 
Quoting from an essay by a first-year pupil, Otty demonstrates that 
a major preoccupation of the pupils in his school, as in Hargreaves', 
was the teacher's ability to maintain control over his class. 
(Compare Categories 1 and 2: "A good teacher can keep control of 
the class" and "A good teacher can keep control of the class 
without being too strict"). Otty quotes a pupil as saying:( 20) 
"Some teachers are all right, they can take a joke 
and still keep the class under control. A fevl others 
17. Ibid, p. 147 
18. Ibid, p. 148 
19. N. Otty, Learner Teacher, (London: Penguin, 1972) 
20. Ibid, p. 26 
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just can't handle children and the children play 
about and no work is done." 
- (21) Another pupil complained that Otty was "too soft". Commenting: 
"How can we be good when you're soft sir?" , whilst a third 
added/ 22 ) 11 If I fail my exams sir, it will be your fault for not 
keeping us·under control." Similarly Clarke, ( 23)(1968) who asked 
204 grammar-school sixth-formers if they would consider teaching 
as a career, obtained responses that mirrored the remarks made in 
Otty's essays; for instance:( 24) 
"It is all right if a teacher can keep order, but 
boys despise masters who cannot." 
Clarke comments:( 25) 
" ••• younger pupils had indicated that certain teachers 
whose lessons they disliked could not control classes, 
whereas others whose lessons w·ere most stimulating 
had no difficulty ,.ri th discipline." 
Hale, ( 26 ) too, writing in Inglis' John Bull's Schooldays of his 
French teacher, says: 
"He ,.,ras a kindly, cultured man, who God forgive us, 
had turned to education because of a genuine affection 
for boys. He was gentle and sensitive, and quite 
unable to preserve order. We played on his weakness 
with deliberate and persistent cruelty. When we 
saw his sensitive nostrils quivering like those 
of an animal in agony ••• we rushed in like hounds 
to the kill." 
Whilst Inglis ( 27) himself ,.rri tes of his teachers: 
"To their faces we were assiduously deferential, 
••• except with a few too old or too timid to 
preserve discipline; to them -..,re were systematically 
cruel." 
21. Ibid, p. 112 
22. Ibid, p. 129 
23. J.H. Clarke, "The Image of The Teacher", :British Journal of 
Educational Psychology, Vol. 38, 1968,. pp. 280-285 
24. Ibid, p. 282 
25. Ibid. 
26. L. Hale, "Formative Years" in John :Bull's Schooldays, 
ed. :B. Inglis, (London: Hutchinson, .1961), (pp.71-75) P• 72 
27. :B. Inglis, "First Term", in Job..n Bull's Schooldays, 
ed. B. Inglis, op.cit. (pp. 90-94) p. 91 
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This emphasis on teachers' discipline is understandable 
in the light of the discussion in the previous chapter; if the 
majority of pupils do have a highly instrumental view of the 
school's function, it is natural that they should expect teachers 
to provide the conditions in which satisfactory learning can take 
place, enabling the pupil to achieve as highly as possible in the 
"competition" by means of which schools "allocate" young people to 
their adult roles in society. 
An important part of pupils' expectations about the 
teacher's role thus does appear to concern control, which is seen 
as a necessary preliminary to teaching. The new teacher will be 
tested in a "ritual" way, but provided he displays the appropriate 
responses that pupils have come to expect, this process should not 
last long. It is when the teacher deviates from the norm which 
pupils have been socialized into accepting that his problems will 
occur. Then as Otty has indicated, if the "formality" of control is 
. not settled at once, it will become central to the teacher/pupil 
relationship and teaching and learning cannot proceed until the 
problem is solved. Otty remarks that if he agreed with compulsory 
education and had internalized the need to "keep discipline" then\ 28 ) 
" ••• the children would be able to take that issue 
as settled, or not worth working over with me. I 
think that's how some teachers are happ,y in this 
school. They feel in accord with the institutional 
framework ••• ! don't." 
Thus Otty indicates indirectly that whilst more experienced 
teachers and pupils conform to the norms of the formal organization 
of which they are a part, the beginning teacher takes time to 
adapt to his new role. Otty, comparing himself to his experienced 
colleagues, remarks that he is:( 29) "bad at things other people 
there are good at, a.nd not really wanting to be good at them", 
whilst he could not use the school's system of "black marks" 
28. N. Otty, op.cit. p. 154 
29. Ibid, p. 143 
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"without assuming a mask of angry hostility."(30) (This expression 
indicates clearly the fact that Otty had to make a conscious 
effort to play the role according to pupils' expectations). 
The expectations of new teachers like Otty and those 
of their pupils thus often appear to be incompatible in many cases. 
Backman and Secord(31 ) have emphasised this point, which is 
central to this study: " ••• it is the pupil who disagrees most 
with the teacher on his role ••• ,u whilst Musgrove and Taylor 
have added that:(32 ) 
" ••• the conduct and priorities the teacher has learned 
in trainl.ng may not accord with the demands and 
expectations of his colleagues, headmaster and pupils 
when he joins the school. In particular he may have 
learned to attach more importance to 'good personal 
relationships' and less to instruction and imparting 
a body of knowledge than headmasters or even 
colleagues and pupils attach to them." 
Indeed, as Otty illustrates very well, the new teacher frequently 
has an idealized view of his role, and does not correctly preceive 
the role that his pupils demand he play. Often he will over-
identify with pupils, believing that he will win respect and 
approval if he allows more "freedom" than other more experienced 
teachers. The beginning teacher's experience as a student-teacher 
will reinforce this tendency, since as Charters has indicated, 
there is a marked contrast between the behaviour expected of a 
student-teacher and that expected of a qualified teacher; the 
responsibilities of the two groups differ markedly. Because of 
this fact, it is possible for the student-teacher to distance 
himself from the classroom-teachers whom he observes during his 
period of practice, perhaps regarding them as being unnecessarily 
harsh and strict. The student-teacher can also afford to be more 
informal in dress and in his manner towards his pupils, since 
his contact with them will be of short duration only. Conversely, 
the new, fully-qualified teacher has to live ,.;ith his mistakes. 
30. Ibid, p. 103 
31 • 
Education, (New 
32. F. Musgrove and P.H. Taylor, Society and The Teacher's Role, 
op.cit. p. 54 
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It would be foolish, however, to suggest that the new 
teacher's period of adaptation to his role is an easy one. I•Tany 
factors-will influence the conception which he initially possesses 
of his job. As Hoyle has indicated:(33) 
" ••• the teacher acts in accordance with his own image 
of how a teacher should act. These self-images are 
dependent partly upon his experience as a pupil, 
student of education and as a beginning teacher. 11 
Wilson( 34) has also indicated that the teacher's role is unspecific, 
diffuse, diverse and difficult to delimit, whilst Musgrove and 
Taylor( 35 ) have observed that the beginning teacher has few guide-
lines to help him to define his role; autonomy within the classroom 
creates uncertainties, and in the ill-defined situation which 
confronts the new teacher, his role must inevitably be determined 
by various conflicting informal forces and expectations. Consequen-
tly:(36) 11 ••• the teacher must arrive at his own notion of "That his 
job entails and the aims he must pursue. 11 Any discrepancies which 
arise between the role-player's perception of his role and the 
role-demands made by members of his role-set, arelikely, however, 
as Musgrove and Taylor have indicated, to affect the performance 
and efficiency of the role-occupant:(37) 
11 
••• excessive role-strain reduces the teacher's 
satisfaction in his work and interferes with his 
effectiveness. 11 
Haller, (38 ) however, whose work concerning the social-
izing influence exerted by pupils on their teachers will be 
considered later, has observed that since teachers are often 
geographically isolated from their colleagues within the school:(39) 
33. E. Hoyle, op.cit. p. 65 
34· 
35· 
36. 
B.R. Wilson, "The Teacher's Role-A Sociological Analysis", 
British Journal of Sociology, Vol. 13, 1962 
F. Musgrove and P.R. Taylor, Society and The Teacher's Role, 
op.cit. p. 9 
Ibid. 
37. C.W. Backman and P.F. Secord, op.cit. p. 143 
38. E.J. Haller, 11Pupil Influence in Teacher. Socialization: 
A Sociolinguistic Study", Sociology of Education, 
Vol. 40, 1967, pp. 316-333 
39. Ibid, p. 318 
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" ••• pupil-teacher interaction has a greater salience 
for teachers than do their interactions with 
colleagues or principals ••• teachers seem more likely 
to rely on pupils for indications of their 
effectiveness than they are to rely on ••• colleagues • 
••• Children fill an important role in the 
professional socialization of their instructors." 
If then, the teacher does not play his role as pupils demand, he· 
will, like Otty, come to be faced with an adaptive dilemma. Hoyle 
has commented that the teacher himself:(40) 
" ••• might see his role in democratic and relatively 
permissive terms, but the qualities of the classes 
he had to teach might lead. him to modify this self-
conception." 
This problem of adapting his initial highly idealistic role-
conception certainly confronted Otty; as he comments of one 
particularly troublesome class:(40) 
" ••• I have no 'grip on them', but then I don't v1ant 
to have. I don't want them to work for me because of 
my control. They must learn their own control, the 
value of co-operation and the intrinsic value of 
what they are studying." 
Similarly: ( 42 ) 
"There is a language and a behaviour and a value-
barrier between me and the children. The ones who 
cause my troubles expect authority to be tough. 11 
In highlighting this adaptation problem Waller( 43) 
has differentiated. between the 11 personal" leadership of younger 
teachers, and the "institutionalized." leadership of older, more 
experienced teachers, who he suggests are perhaps too dependent on 
the "formalized trappings of authority. 11 J.J.Valenti( 44 ). has also 
found. that young.teachers are more personal and informal, and. 
40. E. Hoyle, op.cit. p. 58 
41 • N • Ot ty, o p. cit • p. 8 3 
42. Ibid. 
43. W. Waller, op.cit! p. 189 
44. J .J. Val.enti, "Measuring Educational Leadership A tti tudes 11 , 
Journal of Applied Psychology, Vol. 36, 1952, pp. 36-43 
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McGill and Saltz( 45 ) have d.escribed experienced teachers as being 
characteristically 11 stern, dignified ••• reserved ••• and conventional. 11 
Webb( 46 ) has also commented on the experienced teacher's attitude -
to his younger colleagues: 
"Any undue familiarity with pupils ••• is seen as a 
threat to the general esteem of teachers ••• stripping 
the teacher of his authority image ••• a chink in the 
armour of the system which oppresses them. 11 
It has already been suggested, however, that children 
seem to be primarily concerned with the ability of the teacher 
to control his class and to convey his subject-matter; clearly, if 
the preceding remarks are true, and the new teacher does not 
realise the desire his pupils have to be taught, and considers 
instead that they are more concerned with establishing a friendly 
classroom atmosphere, there can be little consensus on the 
teacher's role between the teacher and his pupils. 
In support of this hypothesis, Backman and Secord have 
commented that: ( 47) 
"Teachers' conceptions of both parents and students 
appeared to be greatly influenced by a desire for 
friendly relations. The need for emotional support 
and acceptance ••• appears to be a particularly strong 
and unmet need for many teachers." 
Whilst Jenkins and Lippitt have also observed that teachers:( 4B) 
but: 
45 .. 
46. 
" ••• strongly desired friendly relations with parents 
and pupils •••• " 
11 
••• these role-partners appeared to be unaware of 
this need of the teacher." 
Research by J.A. Davis;( 49) MacLean, Gowan and 
ILH. McGill and J.W. Saltz, "The School-Teacher Stereotype 11 , 
Journal of Educational Sociology, Vol. 4, 1931, pp.642-650,,p.650 
J. Webb, 11 The Sociology of A School", British Journal of 
Sociology, .Vol. 13~ 1962, PP• 264-272, P• 269 
47. C.W. Backman and P.F. Secord, op.cit. p. 122 
48. 
49. 
D.H. Jenkins and R. Lippitt, Interpersonal Perceptions of 
Teachers, Students and Parents, ( 1:/ashington D.C •. : National 
Educational Association, 1951). 
J.A. Davis, Great Aspirations, (Chicago: Aldine, 1964) 
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Gowan;( 50) and Gowan and Gowan( 51 ) has also suggested that teachers 
generally are more people-orientated than other graduates, and 
score highly on traits of sociability, friendliness and personal 
relations. 
If young teachers enter the profession expecting that 
they will find a rewarding affective content in their jobs, and then 
discover that their pupils are less interested in them as persons 
than in their ability to keep control and put over their subject, 
then they may well experience "reality shock". Backman and Secord 
have indicated that frequently-the teacher has difficulty in 
deciding whether his leadership should be instrumental style (ie. 
purely concerned with pupils' learning process), or socio-instru-
mental. They comment that:(52) 
" ••• the teacher may attempt to emphasise one or the 
other •••• Ideally he may ••• attempt to blend the two •••• 11 
and they conclude that: (53) 
"Teachers' experience of strain undoubtedly reflects 
the differing emphasis which students and teachers 
••• place on these facets of the teacher role." 
Getzels and Guba(54) too ha~e suggested that discord between 
personality and institutional expectations concerning role leads to 
psychological tension and organizational impotence, whilst, in an 
interesting study designed to find whether conflict between person-
ality and role lowers self-conception in student-teachers, 
Walberg(55) has observed that the teacher's role demands authority 
with discipline. If, however, the teacher's personality demands 
rapport with his class from the very outset, then the result is 
50. J .C. Gowan, M.S. Gowan, M.S. MacLean, "A Teacher Selection 
and Counselling Service", Journal of Educational Research, 
Vol. 48, 1955, 
51. J.C. Gowan and M.S. Gowan, "The Guilford-Zimmerman and The 
California Psychological Inventory in the Measurement of 
.Teaching Candidates", Californian Journal of Educational 
Research, Vol. 6, 1955, pp. 35-37 
52. C.W. Backman and P.F. Secord, op.cit. p. 125 
53. Ibid. 
54. J. Getzels and E.G. Guba, "Social Behaviour and the 
Administrative Processu, School Review, No. 34, 1957 
55. H. Walberg, op.cit. 
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abnegation of role and self-deprecation, since:(56) " ••• the 
teacher's effectiveness is dependent upon being recognised as 
an authority figure." Walberg suggests that the stronger are the 
teacher's personality needs, then the greater will be his degree 
of role-conflict, and the lower his self-concept and degree of 
satisfaction in his job. In support of Walberg, Charters(57) has 
suggested that personality/role conflict may account for the high 
drop-out rate amongst first-year teachers, whilst Waller(5S) has 
summarised the novice teacher's problem: 
"The skilful teacher can play ••• any ••• informal role 
but yet retain the capacity to return with ease to 
more detached role when necessary, without losing the 
goodvlill of his pupils. A less accomplished teacher 
may play his informal roles successfully but then have 
difficulty in reasserting his authority, and lose 
the goodwill which he has generated by becoming 
aggressive in his struggle to retain control." 
Similarly, Musgrove and Taylor have observed that:(S9) 
"One of the fundamental problems of the teacher ••• is 
how ••• to become personally involved with his pupils 
and reduce the social distance between them in 
ord.er to motivate them, whilst at the same time 
retaining his authority •11 
Wilson( 60) too, has highlighted this problem in his paper 
entitled: "The Teacher's Role- A Sociological Analysis." \1/ilson 
states that whilst for professional people such as lawyers and 
doctors, people become "clients", and the professional is concern-
ed with deviation and abnormality: ( 61 ) 
" ••• for the teacher, the child must, of necessity, 
remain a whole person •••• Because a teacher is 
concerned with a whole person over a prolonged 
period of time ••• so he tends to become involved 
as a whole person." 
56 •. W. Waller, op.cit. p. 388 
57. W.W. Charters, op.cit. 
58. w. \-faller, op.ci t. pp. 242-243 
59. F. Musgrove and P.H. Taylor, op.cit. P• 62 
60. E.R. Wilson, op.cit. 
61. Ibid, p. 22 
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Wilson argues that unlike doctors and lawyers, teachers are 
concerned with supposedly "normal" needs. Because of this fact, 
far more teachers are required by-society than doctors and lawyers, 
and so there has been until recently virtually no selection 
process; almost anyone \vi th the requisite qualifications, which 
in themselves are not particularly high, was gladly accepted into 
the teaching profession. Wilson considers this situation to be 
iniquitous, since whilst only:( 62 ) " ••• a limited investment of 
the self is all that is' expected ormost roles, ••• " the teacher's 
role is one of the very few in society which is 11 affectively 
positive", and therefore, according to Wilson, it is of great 
importance:( 63) 
"The strictly professional attitude - to remember that 
one's clients are just cases ••• is simply not possible 
in teaching. Since the teacher is totally involved, 
warmth of personality and affective concern for 
children are implicit in the role. Role-performance 
is a living process in which the establishment of 
rapport, the impact of personality, are necessary 
to the stirring of the imagination and the awakening 
of enthusiasm involved in the learning process • 
••• The teacher must engage the sympathy of his class 
••• (he) becomes ••• a type of parent- a person whom the 
child ••• can ••• trust. And because the rest of society 
is so dominated by contractual role-relationships 
so there is necessarily greater reliance on this 
relationship of trust." 
1-/ilson argues then, that the role of the teacher can 
only be played effectively when there is a sustained affective 
relationship between teacher and pupil. The teacher must be 
committed and have a "basic sympathy" with children. Clearly, 
then, in view of vlhat has already been said, the teacher, especially 
the new teacher, will be torn between this need and the need to 
keep order and impart knowledge. Hoyle( 64 ) has also suggested 
that warmth of relationship might in fact be essential in the 
socializing and instructing processes. He states that the teacher's 
62. Ibid, p. 25 
6 3. Ibid, p. 26 
64. E. Royle, op.cit. p. 12 
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authority now has to be earned " ••• by virtue of his personal 
skills, whereas the authority of his predecessors was institution-
alized." 
Q Similarly, Brookover( 6S) (1943) cites, amongst other 
evidence, the work of Finney and Zeleny, ( 66 ) who suggest that 
an identification of interests on the part of teacher and pupils 
will in fact improve instructional efficiency, increase pupils' 
efforts and generate a better classroom atmosphere. Earlier 
research by Brookover( 6?) showed that pupils considered that the 
teachers whom they liked best personally also possessed the 
greatest teaching ability, but he did not attempt to link results 
with pupils' liking for their teachers. 
However, in 1943 Brookover conducted a survey of over 
1200 pupils and their opinions of their teachers, and compared the 
findings with examination results; coming down on the side of 
Waller, Brookover concluded that:( 68 ) 
" ••• the inference is that the (teachers) ••• 1t1ho have 
the more congenial or friendly relationships with 
their students tend to be less effective teachers •••• " 
Brookover attributes these findings, which support the 
ideas of Mus'grove and Taylor, to the pattern of expectations 
current in most schools. He suggests that the traditional pattern 
of pupil-teacher relationships is one of:(69) 
" ••• conflict or struggle in which the teacher must 
maintain the dominant role if the interaction is to 
continue in orderly form. In this situation the student 
65. W. Brookover, "The Social Roles of Teachers and Pupil 
Achievement", American Sociological Review, 
Vol. 8, 1943, PP• 389-393 
66. R.L. Finney and L. Zeleny, An Introduction To Educational 
Sociology, (D.C. Heath & Co., 1934), p. 142 
67. w. Brookover, 11 Person-Person Interaction Between Teachers 
and Pupils, and Teaching Effectiveness", Journal of 
Educational Research, Vol. 33, 1940, p. 242 
68. W. Brookover, "The Social Roles of Teacher and Pupil 
Achievement 11 , _op.cit. p. 391 
69. Ibid, p. 393 
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expects the teacher to force him to learn. If this 
force or dictation is not present in the situation, 
the student may react ••• on the assumption that learning 
is not desired ••• or necessary in this situation. Thus 
if the traditional patterns of expectance are present 
in the minds of the students in a learning situation, 
the traditional teacher role is more likely to 
stimulate learning ••• autocracy is more effective in 
groups which expect dictation." 
Consequently, :Brookover believes, because of the prevailing 
"definition of the situation", pupils will take time to adjust 
to a more democratic regime if they have been used to autocratic 
teachers. :Brookover concludes that:(70) 
11 If educators wish to develop democratic attitudes and 
techniques while maintaining the highest level of 
attainment in pupil learning, perhaps it \vill be 
necessary to modify the organisation of schools so 
that the child will expect his teacher to be friendly 
and democratic rather than a dictator." 
This suggestion, which was made 40 years ago, clearly still has 
far-reaching implications for the school system today. 
Wilson also concluded his argument by commenting that 
all roles which involve a high degree of commitment to other people 
are subject to a great deal of internal conflict and insecurity. 
In teaching, the conflict which must inevitably occur between the 
affective role outlined by Wilson and the disciplinary role is 
an obvious one, and as has already been stated, one of the 
greatest problems confronting the beginning teacher is the amount 
of stress to place on each "component". The resulting decision, 
whether it is taken consciously or unconsciously, will reflect 
the new teacher's personality and training, and, it has been 
argued, may give rise to a great deal of strain if the teacher's 
weighting is not perceived by his pupils to be the correct one:( 71 ) 
70. Ibid. 
"The teacher is the affective agent and the 
disciplinary agent ••• he must Hin approval and 
respect, but he must also maintain standards." 
71. :B.R. Wilson, op.cit. p. 27 
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and as Backman and Secord have remarked:(7 2) 
nTo the extent that the demands of the role are 
incompatible with personality traits and needs, 
role-strain occurs.n 
It has been argued that it is reasonable to suppose 
that new teachers like Otty enter the profession expecting that to 
a reasonable extent the job will meet their personality needs. 
Dilley(73) for instance found that student-teachers wanted 
contacts with children and adolescents and opportunities to help 
other people, whilst Stern( 74 ) reports that prospective teachers 
need to identify with and associate with children, and also that 
in rating their own classroom performance, intending teachers 
considered empathy to be extremely important. Similarly, J.D.C. 
Robertson( 7S) found that graduate trainees at the University of 
London ranked "attitude and insight in dealing with others" as the 
most important characteristic of a good teacher. The needs of the 
new teacher's personality however, and his beliefs regarding the 
optimum balance between obtaining a relaxed classroom atmosphere 
conducive to the establishment of good personal relationships 
with pupils, and the maintenance order and discipline, may be 
nearer to the philosophical ideal of v!ilson and Parsons than to 
the real situation pertaining in the schools as reported by 
Musgrove and Taylor. In direct contradiction to Wilson they remark 
that: ( 76 ) 
"There is little evidence that pupils are expecting 
72. C.W. Backman and P.F. Secord, op.cit. p. 132 
73. N.E. Dilley, "Personal Values Held by College Students Who 
Enter a Teacher Education Programme", Journal of Teacher 
Education, Vol. 8, 1957, pp. 289-294 
74. G.C. Stern, '~easuring Non-Cognitive Variables in Research 
on Teaching", in Handbook of Research on Teaching, 
Ed •. N. Gage, cited in H.J. Walberg, op.cit. 
75. J.D.C. Robertson, "An Analysis of the View of Supervisors 
on the Attributes of Successful Graduate Student-T_eachers", 
British Journal of Educational Psychology, 
Vol. 27, 1957, ... pp. 115-126 
76. F. Musgrove and P.R. Taylor, Society and The Teacher's Role,. 
op. cit • p. 18 
their teachers to take on a less specialized role 
with reduced emphasis on pedagogical functions.u 
despite the fact that theories of child development have:(77) 
" ••• removed the emphasis in teaching from intellectual exchange to 
social relationships. 11 
Jlfusgrove arid Taylor in opposition to vlilson, in fact 
go so far as to predict a curvilinear relationship between 
teachers' friendliness and their effectiveness, since undue 
emphasis·on "expressive" relationships may impair the instrumental 
relationship. Whilst this hypothesis may be somewhat extreme with 
regard to experienced teachers, it may well hold true for begin-
ning teachers:(7S) 
11 The contemporary emphasis on 'good personal 
relationships' in teaching, and on close and 
sympathetic contact with children may actually 
interfere 1-ri th the teacher's performance of his 
task as an instructor." 
If, as Musgrove and Taylor have commented, teachers are unanimous 
in placing great emphasis on t~e personal qualities of a good 
teacher, whilst children are equally unanimous in stressing the 
teaching skill of an individual teacher, then clearly the poten-
tial for a crisis of role-conflict is enormous, and the 
disagreement that has been highlighted in the literature concern-
ing this problem indicates that future research in the area of 
classroom role-conflict for the new teacher will be of great 
practical and theoretical value. 
Musgrove and Taylor conclude their argument by directly 
contradicting Wilson yet again:(79) 
"In so far as pupils do identify with teachers 
it is restricted to those aspects of the 
personality which relate to academic achievement. 
They admire teachers for their cleverness and 
knowledge, but they do not seem to value them 
highly as persons •••• Personal qualities of kindness, 
sympathy and patience are secondary, appreciated by 
pupils if they make the teacher more effective in 
carrying out his primary intellectual task." 
77. Ibid, p. 13 
78. Ibid. 
79. Ibid, pp. 20 and 17 
Despite this fact, however, teachers appear to be:( 8o) 
" ••• unanimous in the importance they attach 
to sympathetic underst~~ding of children and to 
•establishing a happy and harmonious relationship 
with pupils.n 
As the preceding discussion of discipline and 
11affectivity versus affective neutralityn v1ith regard to beginning 
teachers has indicated, the work of educational sociologists in 
the fields of role-conflict and teacher socialization is of 
central importance. Hoyle( 81 ) for instance, has observed that: 
nBefore any of the broader social roles can be 
adequately performed, the teacher must be able 
to control his class. The element of control is 
fundamental to all sets of expectations concerning 
the role of the teacher." 
He has also remarked that teachers tend to be judged by their 
colleagues on the quality of their classroom control; Otty suggests 
that such judgements may be made by pupils as 1.vell: (82 ) 
" ••• the teacher they liked and respected most was 
one who never let them say a word or do ~~ything 
at all." 
\Alillm.,rer( 83 ) has also commented that teachers lvith poor discipline 
have "marginal status" among their colleagues, whil~t Hoy (84) 
found that 81% of teachers in his survey agreed that in their 
schools, good teaching was equated vlith effective control: 
"It will frequently be assumed that he is not an 
effective teacher unless he keeps his class under 
control ••• in some schools the ability to control 
is often equated with the ability to teach." 
80. Ibid, p. 1 3 
81. E. Hoyle, op.cit. p. 42 
82. N. Otty, op. cit. p. 117 
83. D.J. Willower, 1:l.K. Hoy and T.L. Eidell, "The Counsellor and 
the School as a Social Organisation 11 , The Personnel and 
Guidance Journal, Vol. 46, 1967, pp. 228-234 
84. \ll.K. Hoy, "The Influence of Experience on the Beginning 
Teacher", School Review, Vol. 76, 1968, (pp. 312- 323) :0• 315 
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Willower( 85) has also suggested. that pupil control 
plays a "crucial role" in the organisation of schools, since it 
is necessary to establish and maintain social order. Thus 
behaviour constraints are an "essential ingredient" (86 ) of group 
life, whether they take the form of specific rules; or norms. or 
role-expectations. Since many experienced staff, (and perhaps 
pupils too), equate ability to control with ability to teach, 
young teachers often strive to convince older colleagues of their 
competence, and thus adapt:( 87) 
" ••• to_the dominant teacher sub-culture by soft-
pedalling their own vie\.,rs and by adopting 
behaviour oriented toward external controls •••• If 
acceptance to the teacher sub-culture requires 
commitment to and. competence in the use of 
external controls rather than competence in 
instruction, then·instructional goals will be 
pushed into the background •••• " 
This process may, Willower suggests, create serious problems for 
"idealistic" teachers, notably those with a strong commitment to 
imparting subject-knowledge. 
Gordon too( 88 ) has observed that order in the classroom 
is not only necessary for learning, but also:(89) 
" ••• symbolizes her competence ••• disorder is taken 
as a visible sign of incompetence by colleagues, 
principal, parents and students." 
It is interesting to conjecture the effect of such 
.expectations on the socialization of new teachers. Waller has 
stated that:( 9o) 
85. D.J. Willower, "Hypotheses on The School As A Social System", 
Educational Administration Quarterly, Vol. 1, 1965, pp. 40-51 
86. Ibid., p. 41 
87. Ibid. 
88. C. \if. Gordon, 11 The Role of The School Teacher in the Social 
Structure of The High School 11 , Journal of Educational 
Sociology, Vol. 29, 1955, pp. 21-29 
89. Ibid, p. 24 
90. W. Waller, op.cit. p. 254 
" ••• the competence of teachers is judged by 
reference to other teachers, and a teacher who 
does not do as others do ••• is judged incompetent. 
Since most teachers are strict, one who is not 
strict does not know his business; either he does 
not know that he ought to be strict, or he does not 
know how to be strict. In either case he is 
incompetent. rr 
Waller has gone so far as to suggest that in fact 
"ultimate control" rests with the pupils rather than with the 
teachers, as they-"silently consent to be governed", or rather, 
most of them do for most of the time. Similarly, Calvert(91 ) 
has pointed out that the role of teacher depends for its 
satisfactory performance "on the interlocking performance of the 
other role11 ;( 92 ) teachers and pupils are "role-partners", 
and she suggests that the teacher's role probably depends more on 
the role of the pupils than the pupil role does on the teacher's 
role. All the behaviour expected of teachers implies reciprocal 
expectations for pupils. 
Calvert suggests that recent research (1975) has 
identified two main components of the teacher's role: instruction 
and discipline. She comments that:( 93)" ••• the;e seems to be 
considerable unanimity amongst teachers, pupils and parents that 
these are basic requirements." In addition, Calvert suggests that 
the teacher also:(94) 
" ••• reforms, sets an example to, befriends, leads, 
helps, cultivates and entertains his pupils and 
promotes their 'self-actualisation' " 
Calvert believes, however, that discipline, especially 
for student-teachers and beginners, is of paramount importance, 
since "instruction ••• implies order as a prerequisite. 11 (95) Thus, 
Calvert claims, the first requirement of the pupil is that he 
91 0 B. Calvert, The Role of The Pupil, (London: Routledge & 
Kegan Paul, 1975) 
92. Ibid, p. 2 
· 93. Ibid, p. 22 
94. Ibid. 
95. Ibid, p. 23 
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submit to the teacher's authority, and:(96) 
"The fear that the children may refuse to do what 
the teacher tells them haunts newcomers to 
teaching •••• Often there will be a well-established 
procedure for coming to terms with a new teacher. 
Before his right to be obeyed is conceded, the class 
will test him out using a carefully graded series of 
acts of defiance. Thus the pupils discover both what 
the teacher expects and what he will do if he does 
not get what he expects." 
Calvert cites Mercurio,(97) who lik~ Waller, has observed that: 
"Although the teacher appears to hold the power, the 
pupils in fact may have a decisive influence in the 
establishment or maintenance of certain norms." 
The teacher is supposed to motivate and interest pupils; 
to explain things well in an: (98 ) 
" ••• easily assimilable form adapted to the interests 
and capabilities of his pupils. If he sets standards 
which are out of reach, he will be dissatisfied with 
himself as a teacher •••• " 
In additio~, according to Calvert the teacher has a "missionary 
role", socialising pupils and counteracting cultural deprivation, 
Calvert concludes by suggesting that role uncertainty 
may occur for the teacher because certain norms have not been 
effectively communicated to him by his training; hence every new 
teacher, she suggests, "spends some time getting familiar with the 
rules, ••• " (99 ) Learning a role, then:( 1oo) 
" ••• implies ••• not so much learning specific behaviours 
for every situation ••• it rather implies learning a 
repertoire of appropriate behaviours, and learning 
to select from the repertoire as the occasion demands." 
Pupils can make their expectations clear to their teachers "by 
96. Ibid, pp. 24 and 39 
97. J. Mercurio, Canin :Educational Rite and Tradition, 
(Syracuse: University Press, 1972 cited in B. Calvert, 
op.cit. p. 25 
98. Ibid, pp. 26-27 
99. Ibid, p. 110 
100. Ibid, p. 111 
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failing to conform to some of the teacher's expectations, 11 ( 1) 
and Calvert suggests that in this way pupils can influence the 
teacher's role "far more than is often realised. 11 ( 2 ) When roles 
have been worked out between teacher and pupils,-according to 
Cal vert: ( 3) 
11 Pupils rarely or never ••• challenge the successful 
teacher because he manages to establish norms that 
are accepted as sui table and vlhich come to be taken 
for granted. Non-conforming behaviour is seen by 
the pupils themselves as inappropriate in the 
presence of such a teacher." 
Willower and Jones, in an interesting article, ( 4) have 
put forward the view that in some schools, pupil control in fact 
becomes an "institutional theme". In the American high school 
which they studied, they found that whilst younger staff-members 
appeared to hold fairly "liberal" and "permissive" views, (5) 
older teachers: ( 6) 
" ••• placed great stress on pupil control and 
discipline and did not hesitate to communicate 
their views to the younger teachers who they 
often viewed as being lax and failing to maintain 
sufficient social distance bet\·Jeen themselves and 
students • 11 
The authors suggest that the attitude of older colleagues led 
young teachers in mahy cases to talk or to act in a "tough" 
manner in an attempt to win approval. As a result, all teachers, 
regardless of their age, gave a higher priority to the mainten-
ance of discipline than they did. to guidance or instruction. 
Willower and Jones believe that this is not surprising, since 
schools do bear some resemblance to 11 total" institutions, in 
1 • Ibid, p. 1 29 
2. Ibid, p. 129 
3. Ibid. 
4. D .J. Willower and R.G. Jones, uWhen Pupil Control Becomes an 
Institutional Theme", Phi Delta Kappan, 
Vol. 45, 1963, PP• 107-109 
5. Ibid, p. 107 
6. Ibid. 
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that: (7) 
"Public schools fall in the category of organisations 
which have no control over client selection and 
vrhere clients have no choice concerning their 
participation." 
In studies of 11 total 11 institutions: (B) 
" ••• control goals frequently replace treatment or 
rehabilitative goals ••• the general emphasis on 
control goals in the school could hardly fail to 
lead to displacement of instructional goals at 
certain points. 11 
They sugg·est that beginning teachers are forced by the system to 
adapt their beliefs: (9) 
"New teachers are quickly exposed to informal norms 
as well as to more formal expectations in the 
process of socialization into the organisation. New 
teachers ••• learned that they had to be 'tough on 
discipline' to get along; ••• the use of permissive 
methods left them open to the charge of softness. 
This created a serious problem for the more 
idealistic new teachers •••• Ideals need reinforcement. 
If that is lacking, it seems logical that the 
idealistic teacher will employ certain adaptive 
behaviour ••• submerging his ideals ••• conflict with 
colleagues, or he may leave the organisation." 
One possible adaptation that Willower and Jones do not mention is 
of course that the new teacher gradually internalises his older 
colleagues' views. 
Waller has also referred to the shattering of the 
idealistic view of teaching often held by new teachers like 
Otty: ( 1 O) 
"Especially keen is the disappointment of the teacher 
in his first school •••• He has accumulated a great 
fund of idealism during his training; he is 
enthusiastic over his work and the self-fulfilment 
it will represent. 11 
7. Ibid, p. 109 
8. Ibid. 
9. Ibid. 
10. Ibid, p. 41 
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Waller suggests that idealistic recruits to the profession will · 
have to make "certain personal adjustments 11 ( 11 ) in order to fit 
into the school environment, and states that they will inevitably 
be 11 formed by teaching11 : ( 12 ) 
And: ( 1 3) 
-
"The social situation surrounding the practice of 
any occupation is set to inflict upon the individual 
whose occupational behaviour is eccentric certain 
shocks, or trauma ••• enforcing conformity to social 
codes." 
"After a few attempts to translate theories into 
educational practice, he gives up and takes his 
guidance from conventional sources, from the 
advice of older teachers •••• " 
Waller believes that the new teacher must acq_uire:( 14 ) "inflexibility 
of personality, reserve, formality, lack of spontaneity, barriers" 
and an "authorative didactic manner •••• 11 The beginner's chief 
problem, as has already been discussed, is to avoid over-
familiarity with his pupils: ( 15) 
"The teacher-pupil relationship is a special form 
of dominance and subordination ••• depending largely 
upon purely personal ascendency ." 
and the teacher vTho like Otty substitutes 1 camararderie' for 
dignity may: ( 16 ) 
11 
••• be ••• wounded when he learns that his students 
compare him unfavourably 1vi th their other teachers 
on account of his lack of dignity or his lack of 
concern for the respect due to him." 
Waller suggests that during the first years of teaching, the 
experienced-teacher group will "pass on its tradition" to the 
11 • Ibid, P· 380 
12. Ibid. 
1 3. Ibid, p. 377 
14. Ibid, p. 382 
15. Ibid .• 
16. Ibid, p. 289 
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newcomer, and furnish him with his 11models of imitation". ( 17) 
Both experienced teachers and pupils, Haller believes, li.ave a/ 18 ) 
" ••• low perceptual threshold for behaviour conforming 
to the stereotype, and a high threshold for facts 
which argue against the correctness of the stereotype. 11 
Teachers are thus forced to remain within the 11 boundaries 11 
impaired by the stereotypes, for udeviant 11 behaviour by a-new 
teacher will arouse the umoral indignation 11 ( 19) of the school 
community: ( 2o) 
"The teacher is imprisoned within the stereotype • 
••• When the teacher has internalized the rules 
which bind him, he has become truly a teacher. 11 
Waller goes on to postulate a personality change in new teachers 
which is essential if they are to survive in school. The limit-
ations of the role of teacher, the 11 necessities of discipline" ( 21 ) 
and the hostile attitudes of many pupils, condition the spontan-
eity out of the beginner. Haller quotes a new teacher as saying:( 22 ) 
" ••• v1hen I came here I believed that a teacher could 
get the co-operation of his students by asking for 
it, and by being willing to help them all he could. 
I think I understand better now. You just have to 
go in and manage things. 11 
Adaptation to the new role involves, according to Waller, a shift 
in allegiance on the part of the new teacher from the pupils, \vho 
at first seem "more significant as persons",( 23). to the teacher 
group. This transfer of allegiance "takes place gradually over a 
period of months." ( 24) The new teacher must also adapt himself to 
17 • Ibid. 
18. Ibid, P• 415 
19. Ibid, P· 420 
20. Ibid. 
21. Ibid, P• 435 
22. Ibid, p. 435 
23. Ibid. 
24. Ibid. 
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his role as an "institutional 11 leader; the role of teacher implies 
that the teacher must control~and lead, regardless of what personal 
qualities he may have: ( 25) 
"A social situation has been set up and its pattern 
has been determined. The pattern is one which calls 
for a leader. The pattern governs also what the 
leader shall do with the led.~.personalities must 
be strained through the sieve of the social pattern 
before they ca..TJ. come into contact vri th each other 
••• are forced to conform to the pre-existing 
pattern •••• Some sort of formal organisation 
intervenes bet\ofeen the leader and the led ••• (the 
teacher) steps into the situation made for him 
by his predecessor ••• he must do what is expected 
of him. 11 
Waller goes on to explain his theories concerning the "definition of 
the situation11 , which are still central to any understanding of 
the teacher's role and teacher socialization, and which were 
heavily drawn on by Hargreaves in 1972,( 26 ) and Lacey 1977, (27 ) 
forty years after they were first expounded. The "definition of 
the situation", according to Wal·ler, is a process ( 28 ) in which the 
individual explores the behaviour "possibilities of a situation" 
and thus discovers the limitations placed on his own behaviour. 
In any society, including that of a school, succeeding generations 
have clearly mapped out:( 29) 
" ••• the limitations of behaviour inherent in the 
social situations most common in their culture. 
From their experience has arisen a consensus 
concerning \-lhat is and what is not thinkable in 
these situations." 
Thus pre-existing definitions of the situation affect the 
behaviour of the new teacher, once he is made aware of them and 
25 •. Ibid, pp. 189-190 
26. 
27. 
D.H. HargTeaves, Interpersonal Relations and Education, 
(London: Routledge and Kegan Paul, 1972) 
C. Lacey, The Socialization of Teachers, 
(London: Methuen, 1977) 
28. Ibid, p. 292 
29. Ibid. 
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assimilates them. Most crucial will be the definitions of the 
situation that are held by other staff and by pupils. Waller 
suggests that: (30) 
"The attitudes of others are in fact the most 
important limitations upon the behaviour of any 
one person, and ••• the most important inducements 
to any particular action." 
Crucially, as Waller has indicated:(31) 
"The problem of social adjustment is the problem 
of finding a role. The definition of the situation 
determines one's role •••• " 
Later, when the teacher gains in experience, Waller suggests that 
he will become identified vrith the "formal social organisation" ( 32) 
of the school, and he will then strive to maintain this social 
order, which has become "a part of him": (33) 
"As the new teacher becomes familiar with all the 
intricacies of the social situation of the 
classroom as students and teachers come to define 
it, he learns to become angry when any action of 
a student gives the slightest indication that the 
student is trying to define the situation in an 
unorthodox manner. 11 
At this stage, Waller believes, "uneasiness disappears" (34) 
because the "proper role" has been found. The teacher has 
internalized. the attitudes of "significant others 11 -chiefly those 
of pupils and of more experienced staff:(35) " ••• to play a role 
is to regulate one's behaviour by the imagined judgements of 
others" and sense has been created out of what may have been 
initially a chaotic situation. Crucially, Waller again stresses 
the importance of the role-perceptions held by members of the 
teacher's role-set in shaping the new teacher's behaviour:(36 ) 
30. Ibid., p. 293 
31 • Ibid., P• 296 
32. Ibid, P• 313 
33. Ibid. 
34. Ibid, p. 323 
35. Ibid, p. 322 
36. Ibid, p. 323 
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nThe ideal fitting together of human personalities 
depends upon a correspondence between the roles 
which a person considers himself to be playing 
and the roles which another fancies him to be 
playing. Complete contact is attained when the 
individual's conception of his role corresponds 
exactly to the imagined construct others have of 
him." 
According to Waller then, the new teacher's behaviour is shaped 
until it conforms to group standards, and·to the "basic definitions 
of situations upon which group life rests.u(37) The teacher's 
own conceptions of his role are thus modified, and conflicts are 
minimised. If the beginner does not modify his conceptions of his 
role, H~ller suggests, 11mental conflict and neurotic behaviour"(3B) 
may result:(39 ) 
" ••• the inexperienced teacher is at a disadvantage; 
his students, familiar with the terrain, are 
actually capable of a more complicated adjustment 
than he is. But teachers soon learn what it is all 
about, or they fail in teaching •••• " 
To avoid falling into Otty's trap, for instance:(40) 
"He who would be good to students must first 'sell 
them the idea' • The definition of the situation is 
so clear in most classrooms, in terms of dominance 
and subordination, strictness, mutual antagonism, 
offences and punishment, that it is not possible 
for any but a most unusual teacher to adjust his 
relations with students to any other pattern." 
If the teacher fails to establish a clear "definition of the 
situation", in other words a boundary bet,•een his rights and pupil 
rights, pupils will daily extend their own rights and privileges 
at the expense of the teacher's: (41 ) 
37. Ibid. 
38. Ibid. 
39. Ibid, 
40. Ibid, 
41. Ibid, 
"In the absence of a rigid definition of the 
situation, a definition is vTOrked out by the 
interaction of human forces ••• students ••• extend 
their activities until they come into contact 
with the real boundaries of the situation." 
p. 352 
p. 254 
pp. 254-255 
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The teacher's appeals will fail, according to Waller, because of 
his lack of-personal presteige, whilst his commands will fail 
because of precedents. Punishment will be resented because the 
teacher has not been strict from the beginning:( 42 ) 11 ••• the things 
which she is punishing now have become established as the rights 
of students in her classes 11 , and the teacher may have to use more 
punishment than other teachers, resulting in pupils feeling that 
it is:( 43) "unjust that they should be made to suffer for her 
incompetence. Soon students will hate her." 
Waller suggests that the catalogue of events listed 
above will apply especially to young teachers like Otty whose 
good nature is coupled with a desire to be popular with pupils 
as a person rather than as a teacher, "for a chasm yawns between 
these two types of popularity."(44) Young teachers frequently 
fail, according to Waller, to maintain a suitable social distance 
because they are drawn towards the social life of their pupils 
and become caught up in their social interaction:(45) 
suggests 
" ••• a high-school boy or girl takes more definite 
shape as a human being ••• than the principal ••• ever 
can •••• Because of the essential similarity of 
interests of the young teacher and his young students, 
the social world of the students presents the 
teacher with an alluring opportunity for that self 
realization which is withheld from him in his 
contact with the teacher vJOrld by reason of his 
youth •••• Trying to reconcile friendship and 
authority, he ends up by losing both." 
Webb(46 ) has also commented on this phenomenon. He 
that the ne'" teacher: ( 47) 
" ••• despises his colleagues. He will never be a 
drill-sergeant as they are. In class he tries to 
42. Ibid, P• 255 
43. Ibid. 
44. Ibid, p. 256 
45. Ibid, p. 213 
46. J. Webb, . 11 The Sociology of A School 11 , British Journal of 
Sociology, Vol, 13, 1962 
47. Ibid, p. 269 
be relaxed, treat the lads as equals. This does 
not work, because they play him up. He.is a chink 
in the armour of the system which oppresses them. 
At first he looks upon fighting for control as a 
game. So do the boys. Then he begins to get tired. 
There is ridicule from colleagues •••• In a year or so 
••• he is a drill-sergeant. Thus (the) school 
perpetuates itself." 
Webb, like \valler, suggests that after this early period of 
"socialization", the teacher's level of discipline becomes linked 
to his self-respect, as he will be judged largely on the basis of 
his discipline by his colleagues: (48 ) 
"Clearly ••• self-respect for the typical teacher ••• is 
a simple function of degree of control. This is 
why his attitude towards control is obsessional. 11 
The e~perienced teacher: (49) 
" ••• at once sets up a.rigid definition of the 
situation in terms of his own dominance. If he 
sets it up quickly enough and firmly enough, it 
is never questioned •••• The absence of friction 
between personalities leaves the way clear for 
real friendliness to grow up within the known 
boundaries of the situation." 
Such "distance11 between teacher and pupils is established, Waller 
believes, by a classroom procedure which "defines the situation in 
an impersonal manner and excludes possibilities of spontaneous 
human interaction", (50) and \>rhich is directed solely at the 
subject-matter. 
Waller in fact attributes classroom conflict to 
contradictory definitions of the situation on the part of the 
participants: ( 51 ) 
11 The fundamental problem of school discipline may 
be stated as the struggle of students and teachers 
to establish their own definitions of situations •••• 11 
The new teacher's problem is that he may lack a clear idea of the 
48. Ibid, p. 268 
49. W. Waller, op.cit. p. 256 
50. Ibid, p. 280 
51. Ibid, p. 297 
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details of the definition of the situation that would be most 
beneficial to him. Conflict will ensue until the teacher's (52) 
definition is accepted, with the teacher in the dominant-position: 
"Until his definition is thoroughly established in 
the minds of his students, the teacher cannot relax • 
• • • Friendly attitudes must always spring up \..ri thin 
the situation as defined in terms of teacher 
domination. 11 
Confronting the new teacher, then, according to Waller, is a 
"pattern determining the situation" in the school; "a set of 
interlocking definitions of the situation." (53) The situation to 
which new teachers like Otty must adapt is one of "institution-
alized dominance and subordination11 ,( 54 ) which req~ires the 
teacher to adopt a "front" of formality which prevents friction 
by avoiding the "contact of personalities 11 : (55) 
"The superior ••• must often repress certain elements 
of his personality, usually tendencies to social 
responsiveness directed towards inferiors which 
might damage his standing in the relationship • 
••• The art of command is the adjustment of 
personality to the roles that are most in 
conformity with one's station." 
Hannam, Smyth and Stephenson( 56 ) have also observed 
that the first year of teaching is a "formidable and even painful 
experience for many teachers"(57) because schools are a "focus for 
conflict and s.tress." (58 ) Like Waller, the authors believe that the 
new teacher may identify more vii th his pupils than with the staff 
group, particularly if the reception accorded him by the staff is 
52. Ibid, p. 298 
53. W. Waller, op.cit. p. 193 
54. Ibid. 
55. Ibid, p. 195 
56. C. Hannam, P. Smyth and N. Stephenson, The First Year of 
. Teaching, (London: Penguin, 1976) 
57. Ibid, p. 10 
58. Ibid. 
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somewhat cool. They suggest however that since pupils are a 
uconservative f6rce 11 (S9) in schools, this solution cannot be 
satisfactory. The children are likely to have stereotyped ideas of 
what teachers are "meant" to be like: an 11authoritarian beast 11 , ( 6o) 
according to Hannalil et al. They agree with vlaller that: ( 61 ) 
"The nicest, most sympathetic teachers may be driven 
out of the profession altogether. Those who remain 
may feel forced to conform to the tough-mindedness 
of the established staff. 11 
The ideals of the new teacher are thus eroded, and he is forced to 
join the hierarchical, bureaucratic and authoritarian staff group. 
Waller in fact paints an unattractive picture of the successful 
teacher's personality. He states that in order to maintain 
discipline, " ••• the only emotion a teacher can display is anger 
••• all else is softness."( 62 ) He also suggests that after an angry 
outburst on the part of the teacher: ( 63) 
"Affection may pertain from pupils to teacher •••• The 
explanation seems to be that the teacher has 
established leadership and that students are grateful 
for the opportunity to be dependent." 
In fact, he believes, many successful teachers are driven by 
an "underlying antagonism toward students 11 , ( 64 ) and most pupils 
are grateful to the teachers for establishing "taboos" by his 
outbursts of temper. Such displays help to maintain the crucial 
degree of social distance between teachers and their pupils. 
Waller believes that the teacher-pupil relationship "seems to 
realize its best possibilities"( 65) when the teacher is a young 
adult who is not a rival to older pupils but who is still able to 
59. Ibid, p •. 11 
60. Ibid. 
61 • Ibid. 
62. Ibid, P• 205 
63. Ibid. 
64. Ibid, P• 206 
65. Ibid, p. 216 
1 51 
communicate. He suggests that this point of "maximum efficiency" 
is reached after about three years of teaching. 
Waller also lists the characteristics which he believes 
to be desirable in a teacher. It is interesting to compare these 
features with those identified by the researcher in pupils' essays. 
(See chapter seven). Waller suggests that good teachers are 
respectful towards their pupils (cf. Categories 46 and 68), earnest, 
as friendly as possible, (cf. Category 62) and as minimally hostile 
as possible, (cf. Categories 5, 13, 43 and 60). In addition they 
should take a personal interest in the~r pupils in a "formalized" 
way, (cf. Category 63). Importantly, according to Waller, teachers 
should apply school rules impartially and "maintain a consistent 
pose and consistent, unvarying definition of the situation." (66 ) 
(cf. Categories 11, 42, 45 and 69). Subject-knowledge is also of 
key significance:( 67) 
"The amount of knowledge and wisdom of the teacher 
of course affects his presteige directly in that 
students judge from it his general competence or 
incompetence. The teacher must be quite in earnest 
about his subject. He must take the business 
seriously •••• " 
(cf. Categories 22 and 26). 
The standard of marking and grading is also important, 
Waller believes: ( 68 ) ' 
"The respect of students towards the teacher greatly 
depends upon the teacher's strictness of grading, 
for students ••• have learned to judge teachers 
institutionally." 
whilst the teacher must force his pupils to learn, to win the 
"enduring respect of students as well as that of his fellow-
66. Ibid, p. 223 
67. Ibid, pp. 235-243 
68. Ibid, p. 358 
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adults."( 69) (cf. Category 14, 11 makes pupils work hard). 
Interestingly, Waller also refers.to the personal 
stability of the teacher, linking this characteristic with his 
riotion of the "definition of the situation":(70) 
"Stability is one of the great factors conditioning 
dominance and subordination in general and the 
authority of the teacher over his students in 
particular •••• The unstable teacher ••• can establish 
no clear definition of the situation, for the good 
reason that he cannot himself decide what he wants 
to do •••• The stable teacher defines classroom 
situations once and for all. He does not deviate 
and he does not alter his policy •••• His policy 
works ••• beca.use he himself becomes incorporated 
in the situation as one of its changeless 
components." 
Again, Waller stresses the need for firm discipline on the part 
of the teacher. (cf. Categories 1 and 2: "Can keep control of the 
class" and, "can keep control of the class without being too 
strict"). 
Teachers who are known as "successful and reliable"(71 ) 
are those who can keep order: "And students 
they need some stable and secure persons in 
Waller suggests that pupils like and admire 
like them as a rule, for 
their lives."(72 ) 
teachers who(73)"insist 
upon the amount and kind of subordination that is correct within 
the institutional situation."(74) 
69. Ibid, 
70. Ibid, 
71. Ibid, 
72. Ibid. 
73. Ibid, 
74. Ibid, 
"The good teacher can afford to be pleasant (in his 
domination) because he has the si~uation in hand 
and knows what means to take to restore the balance, 
to introduce moments of relaxation •••• His presteige 
makes his commends acceptable, even welcome. He is 
strict, because pleasant working conditions for 
his students demand strictness; but he is evenly 
strict, and he is strict without being unpleasant." 
p. 365 
pp. 238-239 
p. 241 
p. 225 
pp. 242-243 
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and he even goes so far as to suggest that "a sadistic strain in 
the teacher's make-up is a useful aid in securing subordination 
from students." ( 75 ) 
Waller also enumerates the teacher qualities which he 
believes to be undesirable; these too make interesting, if perhaps 
rather depressing, reading: (7 6 ) 
"Sometimes personal qualities of the highest value 
may make a teacher an easy mark; excessive amiability 
may make him suffer too many affronts or be too 
charitable, a highly sympathetic nature may betray 
him ••• or a keen sense of human values may make it 
difficult for him to administer routine discipline • 
••• Perhaps the worst case is that of the person 
who lacks courage to face the barbarism of young 
people in school, for his attempt to mask his fear 
beneath an amiable exterior never quite succeeds •••• " 
Of beginning teachers like Otty, Waller comments: (77) 
"In a common-sense ·world, it would seem that amiable 
and sympathetic teachers ••• would have a high 
reputation in the eyes of their students. But they 
••• never do ••• unless they are able to form some 
sort of compromise between friendliness and 
dignity ••• (they) suffer because they are genial 
and sympathetic; (it is) painful to see the evidences 
of disrespect and hatred which students give them." 
Some teachers, then, according to Waller, fail because their 
personalities are not suited to playing a role of dominance over 
"subordinates". The teacher-pupil relationship breaks down 
because of a lack of the "social distance" and formality which 
makes the teacher's authority tolerable to pupils. 
A second major contribution to the study of classroom 
interaction and the performance of the teacher's role has been 
made by Delamont, ( 78 ) who has criticized much of the American 
75. Ibid, p. 267 
76. Ibid, P· 253 
77- Ibid, p. 280 
7 fj. S • De lamont, Interaction In The Classroom. 
(London: Methuen, 1976) 
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"positive" research into teacher characteristics and classroom 
interaction, (some of which is considered later in this chapter) 
as being ''blatantly political"( 79) in ideolog"1J, (eg. democracy 
totalitarianism), subjective and biased. Speaking at the 
International Assoc. of Applied Psychology held at Edinburgh 
University in July 1982 (Reported in the T.E.S. of 30.7.1982) 
Delamont also commented on the lack of agreement on, and information 
. v. 
about, the qualities that constitute a "good teacher". 
According to Delamont, there is no consensus on what an effective 
teacher is, and consequently researchers \'Tho have und.ertaken 
classroom observation cannot agree on \vhether or not they have 
seen good teaching. 
Delamont writes from a "symbolic interactionalist" 
standpoint, which is based upon v/aller' s concept of the "definition 
of the situation": (so) 
" ••• we act according to the way we see, or construe, 
.the world about us •••• It does not imply that the 
world each of us constructs is necessarily well-built. 
If our constructions, and hence our actions, are 
too far distant from those of others to be tolerable 
to them, we will be forcibly prevented from 
continuing to act in accordance with them." 
Delamont points out that: (B1 ) 
"Successful participation in joint acts depends on 
••• construing them 'correctly' -or according to 
the others participants definition of the situation." 
and suggests that we learn how to conduct ourselves in new social 
situations by "watching, asking and listening", (B2 ) to others who 
play the same role as ourselves; that is, in the case of the new 
teacher, to more experienced colleagues. 
The teacher-pupil relationship is one of negotiation, 
a process in which the "everyday realities of the classroom are 
79. Ibid, p. 15 
80. Ibid, pp. 23-24 
81. Ibid, p. 24 
82. Ibid, p. 12 
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constantly defined or redefined", (8 3) according to Delarnont. 
However, the teacher has, in theory at any rate, the power to 
impose his O\m definition of the situation upon his pupils. 
Delamont isolates three aspects of the teacher's role; it is 
custodial, bureaucratic and knowledge-imparting, and she suggests 
that the teacher's 11 social construction 11 ( 84) of the classroom is 
crucial in dtermining the emphasis which he places on these 
different areas. The opinions of colleagues are also vital, 
Delamont suggests, in providing a reference - group for the new-
comer; if the new teacher does not appear to share his colleagues' 
perspectives (beliefs and orientation) on the authority system and 
enforce it, problems may soon arise. 
Classroom perspectives have "two main foci" (85) 
according to Delamont; control and instruction;(86 ) "Without 
control, the teacher cannot instruct, and instruction is her raison 
d'etre." Delarnont believes, like Waller, that pupils will make 
teachers aware of the degree of control that they expect the 
teacher to exercise, but in addition the teacher must "define the 
situation": (87 ) 
"The teacher therefore must decide what her 
expectations and limits of tolerance are, define 
them to the class and get her definitions 
accepted. Concern with fixing the limits, and 
getting them accepted, preoccupies the teacher. 
This concern is the main source of tension 
in the teaching relationship •••• " 
Many pupils may share the staff's perspectives about 
the function of school and what legitimate behaviour includes 
and excludes, and will judge teachers by their "success at 
creating a learning atmosphere and her adherence to role specific-
ations11,C88) Delarnont also suggests however that pupils in 
83. Ibid, p. 25 
84. Ibid, P· 52 
85. Ibid, P• 61 
86. Ibid. 
87. Ibid. 
88. Ibid, P• 76 
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fact will get to knoH a teacher more quickly than the teacher 
(89) "Sizing up the teacher is a Hill get to knoH the class: · 
continuous process in which all pupils are constantly engaged", 
and also that pupils will use such obvious characteristics as-
the teacher's clothes, speech, accent, and age upon which to 
base their judgements about his personality or mental state. 
Delamont stresses the importance of the teacher's 
first meeting with a new class:(90) 
" ••• both parties have ideas about Hhat classroom 
life is like in general, but neH rules have to 
be established for the new relationship. This 
initial encounter can be contrasted with a routine 
meeting; ••• 11 
The teacher's first strategy is to make her expectations explicit, 
and to restate them frequently. Delamont suggests that: (91) 
" ••• at least 75% of· teacher talk is concerned Hi th 
explicit statement of the teacher's definition of 
the appropriate behaviour •••• " 
However, pupils are:(92) 
" ••• constantly testing the teacher to see if she 
· can keep order and Hhether or not her lessons are 
going to Hork •••• Pupils have got to find out Hhat 
they are supposed to be doing and how little they 
can get away Hi th." 
and where the teacher's definition of the situation is ambiguous 
or unpopular, pupils may: (93) 
89. Ibid, 
90. Ibid, 
91 • Ibid, 
92. Ibid, 
93. Ibid, 
" ••• combine together to disrupt the classroom 
process. The more the pupils combine, the less 
the teacher is able to impose her definition of 
the situation •••• A pupil's strength is directly 
related to the number of classmates Hho can 
be mobilised in support - v1ho share the same 
definition of the situation." 
P· 82 
p. 89 
p. 99 
P· 82 
PP• 88 and 65 
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Delamont believes that whilst the pupils' first strategy is 
to: ( 94) 
" ••• find out what the teacher wants and give it to 
her - assuming that they can see a pay-off for 
themselves, in terms of grades, eventual jobs or 
peace and quiet. 11 
disruptive behaviour may ensue if pupils can discern lttle 
benefit to themselves in following the teacher's instructions, 
or if the teacher's behaviour deviates too drastically from the 
11 norm" that pupils have to come to accept: (95) 
"This is not to say the pupils are correct - merely 
that most schools have led pupils to believe that 
listening to lectures and focussing are learning, 
vrhile other activities are diversionary. 11 
Delamont suggests that the great strength of the teacher's 
position is that, as Musgrove and Taylor have suggested:(96) 
·" ••• in general, pupils want her to teach and to 
keep them in order. That is, they want her to 
organise an environment in which she can impart 
information, state problems with clarity and help 
then to reach agreed solutions •••• This is true 
both of low-ability pupils ••• who might not seem 
to value order or instruction, and of more 
intellectual pupils. 
and also that even non-academic pupils want a teacher who is 
"really interested in teaching them something," (97 ) and will 
judge teachers "first and foremost on their abilities as 
instructors. 11 (98) On the basis of her participant observation 
research in a Scottish private school, Delamont believes that 
in fact: ( 99 ) 
94. Ibid, 
95· Ibid, 
96. Ibid, 
97. Ibid, 
98. Ibid. 
99. Ibid. 
11 Getting the subject across is more important than 
the quality of the content for many pupils. Pupils 
p. 99 
pp. 105-106 
p. 74 
p. 75 
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are often severely critical of teachers who 
violate ••• what (they) regard as major norms ••• of 
the teaching role ••• the teacher forfeits the 
respect due to the role." 
The arguments of Waller and Delamont are supported by 
(100) Marland, who also remarks, on the subject of the new teacher's 
discipline: ( 1 ) 
"The paradox is that good classroom management makes 
personal teaching possible, for it frees the individual 
from constant conflict •••• Good organisation ••• avoids 
confrontation, and allows the teacher to establish 
the warm relationships ••• that he wants ••• everything 
depends on good order. Without it every lesson will 
be a battle. You will be exhausted; your pupils will 
behave badly, and later criticize you." 
Marland indicates the same apparent paradox as Otty discovered 
for himself: ( 2) 
"You regularly find ••• pupils who defy and taunt any 
teachers who are apparently unable to control them, 
and then complain bitterly •••• 'He doesn't keep us 
in order' , ••• a very large proportion of adolescent 
pupils will try to drive a teacher to distraction; 
if they succeed they will despise him or her and 
hate the conditions they have helped to create. 
Contrary to superficial impressions, most, very 
nearly all, pupils like good order and are 
happier if the classroom is 'in control' ." 
Like Waller and Delamont, Marland stresses the fact that it is 
an essential part of the teacher's role to maintain order in the 
classroom: ( 3) 
" ••• a teacher must face up to the fact that 
'controlling' is part of his task, and if he 
fails in that, he vlill fail in much else •••• If 
a teacher's psychological make-up is such that 
he finds the notion repugnant, he should. re-
consider his profession •••• The pupils know which 
teachers 'keep us in order' , and those teachers 
are the ones they respect. 11 
100. M. Marland, The Craft of the Classroom, (London: Heinnman, 
1975) 
1. Ibid, P• 3 
2. Ibid, pp. 3 - 4 
3. Ibid, p. 4 
4• Ibid, p.·5 
Marland also stresses Waller's point that good teacher-pupil 
relationships actually result from good classroom management:(4) 
'
1fl'he well-organised teacher is in a better position to be pleasant 
to his pupils .'1· Teachers Like Otty, who are too pleasant too soon, 
court disaster, Marland believes: (5) 
"There is a very great danger in adopting too rapidly 
a permissive attitude to the class in the search for 
immediate popularity ••• the result is usually to lose 
esteem in the medium and long-term, and to encourage 
bad behaviour •••• One of the apparent paradoxes of 
teaching is that the 'strict' teacher often proves 
to have a more friendly classroom than the easy-
going teacher •••• Do not allmv your wish to be a 
friend come between you as a teacher and pupil • 
••• Only if you are felt to be successful in these 
teacherly ways will the pupils warm to you. 11 
Marland. suggests that if the new teacher shrinks from imposing 
his own will on the classroom situation, then the pupils will do 
so, souring relationships in the class. He believes that frequently 
nevl teachers fear losing the "affection" of their pupils; however, 
their efforts to be "popular" lead inexorably to the very state of 
affairs that they longed. to avoid: ( 6) 
"There is nothing so pathetic as the sight of the 
desperately anxious teacher casting away more and 
more of his standards as frantic sops to rapid 
popularity and sacrificing the elements essential 
to a good. long-term relationship •••• " 
Marland, like 1,{aller emphasises, in conclusion, that pupils "like 
being members of a "Yrell-run and well-behaved group"p Jnd have 
certain expectations about the way a classroom should be run, and 
the way in which teachers should speak, behave and dress:( 8 ) 
" ••• the school in general and the classroom in 
particular are not just any old places .•• they have 
their necessary conventions. A teacher's clothing 
is part of that and the pupils have certain 
expectations. 11 
5. Ibid, pp. 7 - 8 
6 • I bid, p. 1 0 
7. Ibid, p. 56 
8. Ibid, p. 69 
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The arguments of Waller, Delamont and Marland clearly 
have major implications for the study of teacher training and 
socialization, and several studies since the 1960s have in fact 
focused on the beginning teacher's adaption to his role. In 1969, 
Collins( 9 ) commented on the difficulty of probationers in recon-
ciling the theory that they have learned in training with the 
practice required in their first permanent post. He observes that: 
"The children themselves have views on what they want a teacher 
to be," and like Haller and Marland, Collins quotes a disillusioned 
probationer:( 1o)"Don't go to be a friend to the children; they 
regard you as an· enemy ••• be strict from the beginning ••• be a swine." 
Collins remarks that even by the end of the 1960s there 
had been: "Few researches into what children themselves say a good 
teacher should be, 11 ( 11 ) and he refers to Taylor's vrork ( 12 ) as 
comprising the major·contribution to the field:( 13) 
" ••• children in general ••• expect a,professional 
job, well done •••• It is only among adolescents 
that a good teacher's personal qualities, 
particularly his cheerfulness, good-temper and 
sense of humour are much appreciated •••• " 
Crucially, Collins, like Waller, points out that pupils 
arrive in the new teacher's class with( 14 ) '' ••• definite expect-
ations about what a teacher should be and what a teacher should 
do." In addition, the probationer has now lost the support of his 
college or university peer-group, which may well have been fairly 
"permissive" in outlook, and Collins suggests that it is a "shock 
••• to find that his colleagues are solidly authoritarian in 
sentiment~ " ( 15) and. perhaps also hostile to the newcomer's 
9. M. Collins, Students Into Teachers, (London: Routledge and 
Kegan Paul, 1969) 
10. Ibid, pp. 28 and 75 
11. Ibid. 
12. P. Taylor, op.cit. 
13. l\1. Collins, op.cit. p. 28 
14. Ibid, p. 29 
15. Ibid, p. 46 
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ideas. Experienced staff and pupils quickly 11 socialise 11 the 
newcomer, however, according to Collins, to such an extent that:( 16 ) 
11 Colleges are sometimes surprised at the changes ••• in their 
former students, during the first year's teaching." 
The problem is, Collins believes, that in an author-
itarian climate, any attempt by the probationer to introduce a more 
"liberal'' regime is regarded as a sign of weakness, or even 
incompetence, by the children. Like Waller too, Collins stresses 
that the probationer must accept the responsibilities of his 
role as leader of the group. As Waller has sugg·ested; teachers 
often adopt what Collins describes as the 11 peer-group 11 role and 
may consequently lose their identity as teachers, since: ( 17) 
"In this case the leadership of the class will 
depend solely on the personal leadership qualities 
of the probationer; he will have given up the 
powers of leadership stemming from his status 
as a teacher." 
The newcomer may even side with pupils against older staff, 
further undermining his long-term position within the organisation. 
In an interesting study of young social-\vorkers in an 
American Public Welfare Agency, however, Blau( 1s) found that as 
Collins has suggested is the case in schools:( 19) 
11 Personal involvement vlith clients, that is 
the proportion of workers who considered it 
important to be liked by clients, decreased 
••• after one year of service." 
These findings can be related to the relationship of the begin-
ning teacher to his pupils; at the start, on first entering the 
organisation, Blau states that for the new case-workers: ( 2o) 
16 ~ Ibid, p. 53 
17. Ibid, p. 63 
18. P.:N. Blau, 11 0rientation Towards Clients in A Public Welfare 
Agency", Administrative Science Quarterly, 
Vol. 5, 1960-1, pp. 341-361 
19. Ibid, p. 349 
20. Ibid, p. 350 
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"Contacts with clients constituted the most 
gratifying aspect of their work ••• they had 
few alternative sources of satisfaction on 
the job. Still unsure about procedures and 
not yet having become friendly with many 
colleagues, newcomers were not likely to 
find much gratification in their work ••• the 
friendly interaction among other case-workers 
underlined their own relative isolation." 
However, by the time that a year had passed:( 21 ) 
"The disillusioning experience of the 
reality-shock often alienated the case-
worker from clients ••• he tended to lose much 
of his concern with helping clients and to 
derive less satisfaction from working with 
them •11 
Blau highlights the importance of support for the new social-
worker from his colleagues in helping the beginner to 11 absorb 
some of the impact of the reality shock ••• thus permitting them 
to maintain a greater concern for clients •••• 11 ( 22 ) And suggests 
that a common 'mistake' is lack of detachment on the part of the 
young social worker in his first dealings with clients. This 
suggestion is mirrored in an educational setting in the v1ork 
.of :rviarland and Waller that has already been discussed. Blau 
observes that: ( 23) 
"To :produce a detached service approach the 
peculiar combination of a strong interest in 
furthering the welfare of clients and a detached 
attitude towards them- is an important function 
of professional training •••• " 
and it is arguable that teachers such as Otty have not been 
trained to cultivate such an attitude. Research on the effects of 
the transition from student-teacher to probationer has been sparse; 
in fact Macbeth and Morrison, ( 24) have commented that there had 
21. Ibid. 
22. Ibid, pp. 354-355 
23. Ibid, p. 361 
24. C. :rviacbeth and A. Morrison, "Student and Probationer Teachers: 
Some Observational Data'·'·, Durham Research Review, 
Vol. 6, No. 29, 1972, pp. 690-694 
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been (1972) no behavioural studies of students and probationers~ 25) 
" ••• which would be helpful in exam1n1ng any 
modifications in teaching behaviour arising from 
adjustments to cl').anged. roles and responsibilities •••• " 
Questionnaire studies dealing with the role-conceptions of students 
and new teachers have indicated, as in Blau's study of social 
workers, a "liberalisation" of attitudes during teacher-training 
that is reversed by a urelatively short spell of full-time 
teaching. 11 ( 26 ) For instance, using Butcher's Attitude Scale 
(1962), (based on the American N.T.A.I.), Macbeth and Morrison 
found. that student's educational opinions did. tend to increase in 
"naturalism, radicalism and tender-minded.ness" during their 
training. 
Similar results were obtained. by Brim( 27) in 1966, who 
also identified a li beralisa tion of attitudes tovJard.s children 
during training. Interestingly, Brim found that students' 
attitudes in fact moved. closer to those of their lecturers, there 
being a much wider gap between the M.T.A.I., scores of students 
entering the course and their lecturers than there was between 
lecturers and students completing the course: ( 28 ) 
"The faculty appeared to be influencing student 
attitudes by attracting them to their own (more 
liberal) position." 
A similar tendency was also identified by Scott and 
Brinkley,( 29) who in a survey of 83 student-teachers found a:( 3o) 
" ••• slight degree of association between attitude 
changes of student-teachers and the attitudes of 
their supervisors •••• " 
25. Ibid, p. 690 
26. Ibid. 
27. B.J. Brim, "Attitude Changes in Teacher Education Students", 
The Journal_of Educational Research, 
Vol. 59, 1966, pp. 441 - 445 
28. Ibid, p. 444 
29. 6. Scott and S.G. Brinkley, 11Attitude Changes of Student 
Teachers and the Validity of the M.T.A.I.u , Journal of 
Educational Psychology, Vol. 51, 1960, .PP• 76- 81 
30. Ibid, p. 81 
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in cases where students initially had lower M.T.A.I. , scores than 
their supervisors. 
Comparing the M.T.A.I., scores of student-teachers and 
experienced teachers, Evans(31 ) also found that the students' 
views were much more liberal, but also exhibited a range of 
opinion that narrowed markedly once teaching began. He suggested 
that the liberal opinions of the students may have derived from 
the effective "indoctrination" of college lecturers; in support 
of this theory; Evans noted a-positive association between high 
M.T.A.I. scores and students' marks in educational theory, whilst 
the lower scores of experienced teachers may have indicated either 
that this idealism had been "tempered by classroom experience"(32) 
or that they "no longer (felt) the necessity for reflecting the 
idealism of their tutors." (33) 
Day(34) also conducted research using the l\1.T.A.I., to 
discover whether the attitudes of beginning teachers changed after 
initial experience. He found that after 6 months' teaching there 
had been a "rather drastic shift in the direction of less 
desirable attitudes", (35) on the part of new teachers. ("Less 
desirable" attitudes are defined in terms of the M.T.A.I., as 
"teacher domination and hostility" as opposed to "sympathetic 
understanding and affection"). Day suggests, however, that student-
teachers in fact exhibit "unrealistic attitudes toward children 
and schoolwork" (36) both at the time of commencing training and 
on completing it. He states that early contact with a teaching 
31. K.M. Evans, "The M.T.A.I." , Educational Research, 
Vol. 8, 1965-66, pp. 134-141 
32. Ibid. p. 141 
33. Ibid. 
34. H.P. Day, "Attitude Changes of Beginning Teachers After 
Initial Teaching Experience", Journal of Teacher Education, 
Vol. 10, PP• 326-328 
35. Ibid, p. 321 
36. Ibid, pp. 327 - 328 
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situation during training is essential, before: (37) 
" ••• the student has advanced very far with an 
unrealistic picture of hwat lies ahead in the 
classroom ••• the evidence ••• implicates the 
training programme in ••• the development 
of an unrealistic attitude-set •••• 11 
Callis, (38 ) who tested Leeds' T.A.I. Inventory, found that after 
six months' teaching experience, teachers showed a significant 
decrease in their scores (sig. = ~ .01) in the direction of 
"less-desirable 11 teacher-pupil attitudes. Eleven percent of the 
items on the inventory were affected, and Callis concluded that:(39) 
" ••• there is a small group of attitudes that are significantly 
affected by experience." 
Further research by Butcher( 4o)in Britain has confirmed 
the hypothesis that students would prove more naturalistic, radical 
and tender-minded than experienced teachers. Butcher found the 
experienced teachers to be stricter on both moral and disciplinary 
questions. In addition, students training to be teachers were 
found to increase in naturalism, radicalism and tender-mindedness 
during their training-course; this tendency, as Day found, was 
quickly reversed after a short period of full-time teaching. 
Butcher comments that:( 41 )"This is an interesting finding ••• with 
important, possibly disturbing implications for the training of 
teachers." 
Mcintyre and Morrison(42) also used Oliver and Butcher's 
37. Ibid, p. 328 
38. R. Callis, "Change in Teacher-Pupil Attitudes Related To 
Training and Experience", Educational and Psychological 
Measurement, Vol. 10, 1950, pp. 718-727 
39. Ibid, p. 726 
40. H.J. Butcher, "The Attitudes of Student Teachers to Education: 
A Comparison with the Attitudes of Experienced Teachers and 
A Study of Changes during the Training Course", British 
Journal of Social and Clinical Psychology, 
Vol. 4, 1965, pp. 17-24 
41. Ibid, p. 23 
42. D. l\1cintyre and A. Morrison, "Changes In Opinion About 
Education During _the First Year __ of Teaching!!, British 
Journal of Social and Clinical Psychology, 
Vol. 6, 1 9 6 7, pp. 161-16 3 
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scale, and administered it to 100 students at Moray House College 
of Education, and. again after they had completed a year's teaching. 
They identified "significant decreases" in vlOmen in naturalism, 
radicalism and tender-mindedness, (though no such changes were 
identified in men), after a year's teaching. Like Day and Butcher, 
they conclude: (43) 
" ••• it is clear that changes during training in the 
direction of increased naturalirm, radicalism and 
tender-mindedness are to varying degrees being 
reversed after a single year of teaching.u 
JVIorris and Cock( 44 ) have also noted the:(45) 11 Conspic-
uous swing towards more conservative and authoritarian attitudes 
by student-teachers when they move into schools. 11 They refer to 
Gross and Herriott(46) who have described teacher-training as a 
two-stage process of socialisation, consisting firstly of a prep-
aratory stage of formal training in which the student acquires the 
skills, knowledge and values "prescribed11 for entry into the 
profession. They have commented: (47) 
"There is abundant research evidence to suggest that 
during this period the student-teacher acquires 
what can be termed a 'progressive' conception of 
the teacher's role, that is, emphasising a 
permissive and child-centred approach to teaching. 
When the student moves into the school as a 
qualified teacher ••• the second phase of training, 
that of 'organisational' reality' begins, and the 
••• teacher, confronted with the complex realities 
of the school organisation ••• is required to make 
further adaptive responses, (eg.) ••• a marked 
shift in his attitude towards teaching and in 
his conception of the teacher's role." 
43. Ibid, p. 162 
44. E. JVIorris and M. Cock, uTheory and Practice". Trends In 
Education, Vol. 16, 1969, pp. 39-42 
45. Ibid, p. 39 
46. N. Gross and R. Herriott, Staff Leadership In A Public 
School, (New York: Wiley, 1965)_ 
47. Cited in B. Morris and M. Cock, op.cit. p. 40 
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Morris and Cock suggest that the role conception of 
teachers held. by lecturers and students in Colleges of Education 
differs from the role-conception that is held by experienced 
teachers in schools. They believe that student-teachers imbibe 
a progressive and child-centred conception of the teacher's role 
during training, (a theory that this research is in part designed 
to test) but the 11 organisational reality" of their first post 
leads to a 11 marked shift" ( 48 ) in their concept of the teacher's 
role in the-direction of·a "more conservative and authoritarian"(49) 
approach. 
The authors presented 40 student-teachers and 40 
teachers of one year's experience with a questionnaire comprising 
28 statements on the teacher's role. Response was to be made on 
a 5-point Likert scale, from "strongly agree" to "strongly 
disagree". Morris and Cock themselves decided on whether a given 
response could be labelled "progressive" or "traditional". 
The results indicated that:(SO) "The responses of 
teachers were essentially less progressive than those of students. 
on all but five items." There were wide differences between the 
two groups in the areas of classroom organisation, attitudes to 
children and links between home and school. l"'orris and Cock 
state: (51 ) 
"Although students appeared to be avTare that adjusti ve 
responses would be necessary \<Then they became full-
time teachers, the majority had a very optimistic 
attitude towards the classroom situation, and the 
difficulties of large classes, discipline and 
class control that they would encounter." 
48. Ibid, p. 40 
49. Ibid. 
50. Ibid, p. 41 
51. Ibid. 
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The authors thus claim to have identified:(52) 
" ••• a wide discrepancy in the role-conceptions 
of the two groups. On the whole the conceptions 
of teachers emphasised the instrumental aspects 
of the teacher's role, with control, respect 
and flexibility being the key-notes, whilst 
those of students tended to stress personal 
relationships and a motivational approach to 
teaching. To the former group the 'good teacher' 
was one who 'successfully imparts knowledge using 
personality' or who was 'firm in the classroom 
but tolerant and flexible' •••• On the other hand, 
for students the 'good teacher' was one who 
'creates a happy classroom situation' ." 
Morris and Cock found that 55% of the experienced 
teachers were critical of teacher-training courses on the grounds 
that they were unrelated to 11 real" problems, especially to those 
of classroom organisation. The students themselves were less 
critical, but 35% also stressed the division bet,.Teen theory and 
practise. However, it appeared that after only one year of 
teaching, the students developed a markedly more "traditional" 
approach to teaching, being more in favour of corporal punishment 
and immediate obedience to orders, and less in favour of 
11 democratic means of class control". (53) 
The "James Report 11 ( 54 ) on teacher training also 
comments on the "wide gap that separates theor~ from practice"( 55 ) 
in the training and induction of teachers, and states:( 56 ) 
52. Ibid. 
"Many courses place too much emphasis on educational 
theory at the expense of adequate preparation for 
students' responsibilities in their first professional 
assignment~.~~ 
53. Ibid, p. 42 
54. Department of Education and Science, Teacher Education and 
Training, (London: H.M.S.O. 1972) 
55. Ibid, p. 20 
56. Ibid. 
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In particular: ( 57 ) 
"Much of the theoretical study of education is 
irrelevant to students who have had, as yet, too 
little practical experience of children or 
teaching, and the inclusion of this theoretical 
study is often at the expense of adequate 
practical preparation for their first teaching 
assignments ••• the essential is sometimes 
sacrificed to the desirable." 
The Report calls for a change in the basic structure of teacher-
training, concentrating on "practicalities11 , with the first year 
of teaching being seen as an extension of training under the 
direction of an experienced colleague ("professional tutor"). 
Probationers should be released. to Teachers' centres for 20% of 
their working rime; there should. be continuing liason with the 
College of Education, and. the time-table should be relatively 
light. The Report refers to the "gross inadequacy" ( 58 ) of the 
present arrangements for the probationary year, stating that:( 59 ) 
" ••• it has sometimes left unchecked practices 
which are so much less enlightened as to imply 
incompetence and irresponsibility." 
Future emphasis should be on the: ( 60) 
"Continued. education and training of all teachers 
throughout their careers (since) ••• some aspects 
of training are better left until they can be 
bui 1 t on schoo 1 experience and personal rna turi ty •••• " 
Musgrove( 61 ) too has commented. that student-teachers:( 62 ) 
11 
••• probably need. more realistic and less naive 
guidance regarding the complex of expectations 
within which they will be called upon to work." 
57. Ibid, p. 67 
58. I bid, p. 21 
59. Ibid.. 
60. Ibid., pp. 68 and. 109 
61. F. Musgrove, '·'Teachers 1 Role-Conflicts in the English Grammar 
and Secondary~Modern School 11 , op.cit. 
62. Ibid, p. 61 
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and, like Westwood, emphasises the importance of teacher-
training in shaping the new teacher's role-expectations: ( 63) 
11 A teacher forms a notion of his job, 
the objectives he should pursue and. the 
priorities he should attach to them, from his 
professional training and experience in the 
school. He learns what is expected. of him • 
••• Schools like other social institutions, 
confront their members with adaptive dilemmas."· 
Musgrove points out that teacher-training supervisors may have 
ideas of what constitutes a ngood teacher" that conflict with 
those of the staff and. pupils of the school which the new teacher 
will enter. 
In an interesting article entitled "From Dream To 
Life in the Psychology of Becoming a Teacher 11 Wright and Tuska ( 64) 
express similar ideas, describing the beliefs about teaching of 
a student about to· enter training as "dreams", teaching-practice 
as "play" and. their first teaching post as "life". 
In an attempt to identify personality changes in 
teachers as they gained. in experience, they followed. 508 teachers 
from training-college to full-time employment. They concluded that: 
"The less (the teacher) involves her whole 
personality in teaching, the more she can preserve 
her personal self from the disillusions experienced 
in her professional role." 
Thus Wright and Tuska suggest that whilst the idea of the 
teacher's role is attractive in training, the reality is different; 
the "dream" that students have of themselves in the classroom 
is "significantly" eroded by experience, for teaching-practice 
has not adequately prepared. them for reality. As has been 
suggested. before, the authors postulate that a major factor is 
the strong identification of student-teachers vii th their pupils, 
often coupled. vri th hostility tovTards older teachers and towards 
the 11 system11 • Such empathy with the children, according to Wright 
63. Ibid, pp. 62-63 
64,. B.D. \,fright and S .A. Tuska, "From Dream. To Life in the 
Psychology of Becoming a Teacb,eru, School Review, 
Vol,. 76, 1968, pp. 25 3-29_3 p. 2.82 
and Tuska, prevents the newcomers from becoming a fully-accepted 
teacher. 
Channan and Gilchrist in their book What School Is 
For ( 65)have in fact suggested that new teachers may rapidly 
adopt teaching "behaviouru, which actually contradict attitudes 
that are still nominally held. Because pupils' "expectations and 
behaviour (may) have been shaped by repressive or discouraging 
teaching from others,"( 66 ) the young teacher who attempts to 
introduce: ( 67) 
11 
••• educational reforms recommended by his training 
into a situation like this (puts) himself under 
a far greater strain than simply the strain of 
'teaching' •••• His training forgot to tell him that 
the protection of his well-being and sanity 
are prerequisites for any capacity he may have 
to contribute to improvement in schools •••• A 
training which ••• does not equip the novice for 
conflict and tension is something of a contra-
diction." 
Similarly, Rabinowitz and Rosenbaum, ( 68 ) who conducted 
a follow-up study of 343 student-teachers after they had taught 
for 3 years, using the M.T.A.I., found that in the 3 years 
between testings:( 69) 
" ••• the teachers became less concerned with pupil 
freedom and more concerned with establishing a 
stable, orderly classroom, in \vhich academic 
standards received a prominent position." 
vlhilst 46% of the students had agreed that too great an emphasis 
was placed on "keeping order in the classroom", only 17~1 of the 
teachers with 3 years' experience held this view. Similarly, 39% 
of students believed that "children should be given more freedom 
in the classroom than they usually get", whilst only 17% held this 
view 3 years later. The authors themselves believe that these 
65. G. Channan andL. Gilchrist, op.cit. 
66~· Ibid, p. 12 
67. Ibid. 
68. W. Rabinm-Ti tz and I. Rosenbaum, uTeaching Experience and. 
Teachers' Attitudesu, The Elementary School Journal, 
March 1960, pp. 313-319 
69. Ibid, p. 317 
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results indicate the erosion of "favourable attitudes, built up 
in college",C 7o) but they also suggest that the changes may 
reflect: (71) 
" ••• the beginning of the hardening process ••• a sign 
of the more mature, tempered judgement that 
experience may be expected to bring. The change 
in attitudes may indicate a realistic adaptation 
to the demands of classroom life." 
The theories of Hoy( 72 ) concerning the "pupil control 
ideology" (p.c.i.) of beginning and more experienced teachers are 
in keeping with these findings. Hoy has postula.ted that the control 
ideology of an institution ra.r:tges on a continuum from "humanistic" 
to "custodial". (Adapted from Gilbert and Levinson's control 
ideology continuum for use in mental hospitals). (73) According to 
Hoy, humanistic schools, of which there are very few, stress 
learning through co-operative interaction and experience; the 
emphasis is on self-discipline and the po\·Ter-structure is demo-
cratic. There is two-\vay communication between pupils and teachers, 
and individuality is emphasised; children's behaviour is viewed in 
socio-psychological terms, rather than moral terms. 
Conversely, the custodial institution is autocratic, 
"traditional", and has a rigid pupil-control status-hierarchy. 
Pupils are stereotyped in dress and behaviour, and must not 
question decisions which are transmitted from above. Children are 
generally held to be irresponsible and undisciplined, and are 
therefore controlled by punitive sa.nctions. The institution is 
characterised by impersonality, mistrust, and lack of understanding. 
70. Ibid, P• 319 
71 • 
72. 
7 3· 
Ibid. 
W.K. Hoy, "The Influence of Experience on the Beginning 
Teacher", School Revie\v, Vol. 76, 1968, pp. 312-323 
and "Organisational Socialization: The Student-Teacher and 
Pupil-Control Ideology11 , The Journal of Educational Research, 
Vol. 61, 1967, pp. 153-155 
D.C. Gilbert and D.J. Levinson, "Custodialism and Humanism 
in ~IJ:entai Hospital Structure and in Staff Ideology", in 
The Patient and The Nental Hospital, Ed. J'li. Greenblatt, 
D.J. Levinson and R.H. Uilliams, (Illinois: Glencoe Free 
Press, 1957), PP• 20-34 
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Whilst he emphasises that the school is not a "total" 
institution, such as a prison or a mental hospital, since'it does 
not affect all the needs of members, Hoy does compare schools to 
the former institutions in that all three are compulsory; schools 
have virtually no power to select clients, and pupils have no 
legal choice in their attendance. Therefore, Hoy argues, whilst the 
school is a normative institution,<74) " ••• some restraint upon 
individual student behaviour is inevitable", in the compulsory 
situation which exists. Thus Hoy supports the argument made in 
Appendix One · :, in stating that the compulsory element in education 
makes discipline a basic concern of all teachers:(75) 
"Control of students - discipline - is a major concern 
of all teachers, but is especially acute for 
beginning teachers." 
It has already been argued, however, that the new 
teacher frequently does not hold the rigid enforcement of discipline 
to be part of his role. Hoy postulates that if the teacher is to 
remain in the organisation, his pupil-control ideology will be 
modified by a process of organizational socialization. Institut-
ional norms regarding discipline and social distance between staff 
and pupils will affect the role-performance of the new teacher, 
who is:<76 ) 
" ••• confronted with a set of conflicting norms and 
values; the internalized ideal images of the teacher's 
role may be in conflict with the role-definitions 
of the school's teacher-subculture. It appears likely 
that new teachers will be confronted with a conflict-
ing set of norms and values with respect to pupil 
control; more experienced teachers tend to oppose 
permissiveness and emphasise rigid control of students 
and a custodial ideology." 
To test his hypothesis, Hoy administered a "Pupil 
Control Ideology11 questionnaire to 175 student-teachers. The 
questionnaire listed statements about education to be graded on a 
five-point Likert-type scale, and it was administered on·three 
separate occasions; before the last teaching-practice to be under-
74. W .K. Hoy, "The Influence of Experience on the :Beginning 
Teacher~, op.cit. p. 312 
75~ Ibid. 
76. W.K. Hoy, "Organisational Socialization", op.cit. p. 154 
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taken by these students; after this period of practice, and finally 
after one year in their first posts. Hoy's hypothesis that there 
should be a positive relationship betv1een teaching experience 
(gained as either a student or a fully-qualified teacher) and a 
more custodial P.C.I., owing to organizational socialization, was 
proved at the .001 level:(?7) 11 ••• student-teachers emphasised a 
significantly more custodial P.C.I., after student-teaching than 
before." He found that:( 78 )"Teachers showed a significantly more 
custodial P.C.I., after each successive period of teaching 
experience." After one year of full-time teaching, teachers were 
found to have a "significantly more custodial attitude." ( 79 ) 
In conclusion, Hoy points out that role-orientation( 80) 
11 continues with membership of new social units such as organiza-
tions," and does not, in the case of the teacher, cease after 
graduation from college; training forms merely a transitional 
phase in the socialization process. Musgrove and Taylor( 81 )support 
Hoy in this statement; they have commented that the new teacher, 
especially the graduate: 
" ••• resents the suggestion that what he still may 
need is 'education' : the personal development which 
will enable him to meet with flexibility and 
intelligent improvisation, with an experimental 
outlook and the capacity to tolerate uncertainty 
and novelty, the unprecedented human situations 
1vith which he is daily confronted." 
The new teacher, then, according to Hoy, has still to 
acquire(82 ) "the requisite orientation for satisfactory function-
ing in a role." His role-performance will be moulded by the 
organization and by the role-ideology of his role-set to conform 
77. Ibid. 
78. W.K. Hoy, "The Influence of Experience on the Beginning 
Teacher'', op.cit. p. 319 
79. Ibid, p. 318 
80. Ibid, p. 314 
81. F. Musgrove and P.R. Taylor, Society and The Teacher's Role, 
op.cit. p. 73 
82. W.K. Hoy, 11 The Influence of Experience on the Beginning 
Teacher", op.cit. p. 314 
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to those of the organization. The nevr teacher is particularly 
vulnerable to socialization; his beliefs, values and.norms are 
constantly open to modification. As Hoy has stated: (83) 
11 The period before and/or shortly after new partici-
pants join an organization is highly significant 
in terms of socialization ••• efforts to induce 
consensus between the newcomer and the rest of the 
organization are comparatively intense 
In summary: (84 ) 
I II 
. 
"The process of socialization within the school 
subculture seems important in reshaping the control 
ideology of organizational newcomers. New idealistic 
teachers appear to be confronted 1vi th a relatively 
custodial control orientation as they become part 
of the organization •••• 11 
Hoy also emphasises the need for further research in this area of 
teacher s~cialization:( 8 5) 
"Other questions relative to the socialization of 
student-teachers and neophyte teachers are in need 
of further research. What is the relation between 
the P.C.I. of teachers with no experience and the 
socialization of these teachers with regard to 
pupil control during their first year of teaching? 
Do humanistic new teachers when confronted with a 
custodial sub-culture adapt their orientation 
accordingly? ••• Are there mechanisms available to 
the new teacher which mitigate the effect of 
divergent orientations associated with organiza-
tional role-demands? ••• Onl~ subsequent empirical 
research ••• can satisfactorily answer these and other 
related questions; further exploration of organiza-
tional socialization of student-teachers and new 
teachers should have both practical and theoretical 
value •••• " 
Interesting research has also been conducted by 
Haller(86 ) in the area of teacher socialization; importantly, 
Haller has concentrated on the socializing influence which puuils 
83. Ibid, p. 315 
84. Ibid, p. 320 
85. \o/.K. Hoy, "Organisational Socialization", op.cit. p. 155 
86. E.J. Haller, ttPupil Influence in Teacher Socialization: 
A Socio-Linguistic Study", Sociology of Education, 
Vol. 40,. 1967, pp. 316-333 
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exert on the behaviour of their teachers. Haller indicates that 
an implicit assumption in teacher-training( 87 ) " ••• seems to be 
that once training is complete, the socialization process is over. 11 
And he cites work using the M.T.A.I., which shows that:(88 ) 
" ••• the attitudes of novice teachers change dramatically after 
they begin teaching. n 
Haller's study is based on the work of Gage, Runkel 
and Chatterjee,(1960)(89 ) who discovered that the behaviour of the 
teacher in the classroom became more like that of the ideal 
teacher (as rated by pupils), when they were given their pupils' 
ratings. He suggests that since it is difficult for teachers 
to evaluate their own performance and progress:(90) 
" ••• it may be postulated that teachers are rewarded by 
pupil behaviour which can be interpreted as an 
indication of task achievement." 
(For example, interest and enthusiasm, which give the teacher 
indications of the success of his role-performance). 
Haller hypothesises that if the teacher's behaviour is 
reinforced by favourable pupil behaviour, then(91 ) 11 ••• the teacher's 
behaviour \vill change over time as a function of their classroom 
interaction with children." Haller chose speech complexity as the 
' 
criterion of teacher behaviour, since whilst it may be observed 
outside school, it may be reasonably attributed to classroom 
interaction; he theorised that infant and junior teachers keep their 
speech simple, since use of complex modes would make task achieve-
ment unlikely, and lead to infrequent rewarding pupil responses. 
Haller thus attempted to find whether this phenomenon of simple 
speech extended to teachers' interaction with other adults. 
87. Ibid, pp. 316-317 
88. Ibid, p. 317 
89. N.L. Gage, P.J. Runkel and B.B. Chatterjee, "Equilibrium 
Theory and Behaviour Change: An Experiment in Feedback from 
Pupils to Teachersu, (Univ. of Illinois: Bureau of 
Educational Research, 1960). 
90. E.J. Haller, op.cit. p. 318 
91. Ibid, p. 319 
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Three areas of speech complexity were examined: 
lexical, syntactical and mode. No significant difference was 
found for lexical and syntactical complexity, but Haller did 
discover a significant difference in teachers' use of mode 
complexity. (The use of passive sentences, which are harder to 
understand than active sentences.) Haller found that much less 
complex modes of speech were used by primary and intermediate 
teachers when they were compared in this respect to secondary 
teachers. He hypothesised that the use of complex modes of speech 
would incr·ease social distance between teachers and pupils and 
thus destroy the rapport which teachers "believe essential for 
effective instruction." 
Haller's results showed that experienced elementary 
teachers were much les,s likely to use cognitively difficult modes 
than their less experienced colleagues; therefore a theory of 
"selective recruitment" cannot apply. With social class and the 
educational level of participants controlled, Haller concluded 
that: (92 ) 
'' ••• teaching experience results in a decreased use 
of complex modes, over and above any possible effects 
of initial differences." (p = < .001) 
and stated that the experiment provides evidence for the hypoth-
esis that pupils affect teacher socialization, and that the 
effects of this socialization are carried. over into out-of-school 
behaviour. Thus: ( 93) 
"The classroom may be conceptualized as a kind 
of giant 'Skinner-box' helping to shape teaching 
behaviour in a variety of ways." 
Haller has suggested that pupil influence on the 
socialization of the teacher is quite pervasive, and that 
conditioning is a part of this process. He ha.s also suggested that 
the teacher's absorption of children's modes of speech provides 
an "index of absorption" into the profession. Finally: ( 94 ) 
92. Ibid, p. 326 
93. Ibid, p. 328 
94. Ibid, p. 329 
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11 
••• we do not yet knovT the nature of the processes 
\-.rhich shape the professional socialization of 
teachers. This research does suggest that pupils 
may play an important part in this process •••• This 
conceptualization of classroom reward-mechanisms 
appears to offer a useful theoretical framework 
for future research •••• A great deal of research 
is necessary ••• (since pupil rewards to teachers) 
••• become possible determinants of a wide range 
of teacher behaviour.lf 
Perhaps the most important study of teacher socializa-
tion has been that of Lacey, (95) who has described the transition 
from student-teacher into teacher as a "compelling instance of 
personal change and development."( 96 ) Like Waller over forty years 
previously, Lacey emphasises the part that "individual perceptions" 
play in "determining social reality",(97)and thus adopts an 
11 et~nomethodological" standpoint:(98 ) "Learning to interpret what 
is seen or heard is a central process in socialization," as people 
acquire the culture of the groups into which they seek to become 
accepted:( 99) 
"It might well be that most of the values and 
attributes are known to the (students) well before 
they become teachers ••• what has changed is their 
own relationship to the classroom situation, that 
is, their perspective. Teacher socialization 
••• includes the process of developing a teacher 
perspective •••• Shared experience and cow~on 
problems give rise to a common set of interests, 
to certain ways of looking at the world •••• " 
Crucially, in respect of this research, Lacey comments that: ( 100) 
"The aims and purposes of education are central 
to the art of teaching and the process of social-
ization." 
and he suggests that just as disagreement has arisen over the aims 
of secondary schools, as they have become larger and more complex 
95. c. Lacey, op.cit. 
96. Ibid, p. 9 
97. Ibid, p. 7 
98. Ibid, p. 17 
99. Ibid, p. 14 
100. Ibid, p. 38 
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organisations in the wake of comprehensive reorganisation, so 
research into the teacher's role has indicated a "lack of 
consensus"( 1 ) amongst teachers and members of their role-set on 
the concept, scope and context of the role. 
Lacey, like 1-Jaller, refers to the "despotism" of 
secondary schools, and suggests that the authoritarian regime of 
many, if not most, secondary schools derives from the legal and 
historical convention that the teacher is responsible for both 
learning and order in the classroom. He observes that:( 2 ) 
"These dimensions influence the teacher's role more 
postively than any philosophy of education." 
Lacey also emphasises that the isolation of the class-
room has had a profound influence in shaping the teacher's role 
and the culture of the school. Teachers are not only separated 
from each other, but from all other members of their role-set, 
apart from pupils. (Musgrove and Taylor, 1969, as has already 
been discussed, have drawn attention to the apparent lack of 
communication between teachers and parents; teachers believed that 
parents did not share their view of the teacher's role, when in 
fact the two groups did hold the same opinion). Lacey has thus 
observed that there seems to exist a "set of agreed upon (but 
mistaken) teacher perceptions about parents," ( 3) and cites this 
example as demonstrating the "informal net\vork"( 4) that aids the 
development of a teacher perspective. This "informal network" 
according to Lacey, is centred on the staffroom, which has:( 5) 
"(6) 
"enormous power to influence the socialization of new teachers: 
1 • Ibid, 
2. Ibid, 
3. Ibid, 
4. Ibid. 
5. Ibid, 
6. Ibid, 
"Young teachers see their major problems ar1s1ng 
from discipline and difficult teaching assignments 
••• from the classroom. They depend for help on the 
formal structure of the school, the headmaster or 
p. 55 
p. 40 
PP· 41-42 
P· 42 
p. 48 
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senior colleague, but they turn equally to the 
friendly colleague •••• 11 
Lacey, 
remarks on the(7) 
of teaching": ( 8 ) 
like other authors already considered, also 
"discontinuity bet\oieen training and the reality 
"The attitudes of beginning teachers undergo dramatic 
change as they establish themselves in the profession, 
away from the liberal ideas of student days towards 
the traditional patterns in many schools." 
According to Lacey, a major factor in shaping the 
reaction of student-teachers to their training-course is their 
subject specialism. He cites Becker et al(9) who have suggested 
the existence of subject subcultures which develop: ( 1o) 
" ••• when a number of people are faced with common 
problems and interact both intensively and 
extensively in the effort to find solutions 
for them." 
Lacey believes that students from the same subject-disciplines 
exhibit "an array of 'understanding and agreements' ," (11 ) with 
the differences that may have been noted in the universities 
"permeating" the schools "and in some cases even affecting the 
classroom behaviour of students." ( 12 ) Lacey suggests that these 
"shared cultural elements" ( 13)may help to shape student-teachers' 
attitudes to education and may coincide with "an emerging subject-
teacher perspective, relevant to teaching •••• "(14) Since subject 
subcultures will affect patterns of association: (15) 
7-
8. 
Ibid. 
Ibid. 
H.S. Becker, B. Geer and E. Hughes, Boys in White, 
(Chicago: Univ. Press, 1961). 
10. C. Lacey, op.cit. p. 61 
11. Ibid. 
12. Ibid, p. 62 
13. Ibid. 
14. Ibid. 
15. Ibid, p. 64 
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" ••• between subject disciplines there can be a 
gulf in which misunderstanding, categorization 
and prejudice or simply lack of interest and 
concern may develop. 11 
The research of Oliver and Butcher, ( 16 ) whose attitude-scales 
were, as has been discussed, develo:9ed in the 1950s and were 
widely used during the 1960s and 1970s, supporting Lacey's view, 
as does that of McLeish,( 17) who has commented that:(18 ) 
"The most remarkable differences in attitudes of any 
in the total sample (students and lecturers) 
appear to be between subject-specialists. 11 
Lacey puts forward the idea of "social strategy", 
developed by each individual, and usually complying with, or being 
modified by, the "constraining social forces 11 ( 19) in any given 
situation. The 11 strategy" involves the actor in selecting ideas 
and actions "for survival and success." ( 20) Lacey comments that 
socailization is a "constant flovi of choices facing an individ-
ual. ••• " ( 21 ) As a group of student-teachers in training develops 
a sense·of common purpose, Lacey believes that "the sets of 
strategies adopted by them acquire a common element," ( 22 ) leading 
to the formation of a common perspective and subculture, the most 
important elements of which "are not immediately lost if the 
individual leaves the group •••• " ( 23) Thus Lacey believes that 
students leave college and take up their first posts in schools 
16. R.A.C. Oliver and H.J. Butcher, "Teachers' Attitudes to 
Education", British Journal of Educational Psychology, 
Vol. 38, 1968, pp. 56-59 
17. J. McLeish, Students' Attitudes and Colle e Environments, 
(Cambridge: Institute of Education, 1970 • 
18. Ibid, p. 70 
19~ C. Lacey, op.cit. p. 64 
20. Ibid, p~ 67 
21. Ibid, p. 69 
22. Ibid, p. 68 
23. Ibid. 
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sharing many beliefs and attitudes about teaching and the 
teacher's role. They share: ( 24) 
" ••• a set of understandings ••• and a set of actions 
congruent vli th those understandings ••• a shared way 
of looking at one's world and acting on it ••• a set 
of perspectives on one's situation." 
These perspectives, once they have been developed, "contribute to 
the constraints in other similar situations" ( 25) and become "an 
unchallenged part of social life" ( 26 ) as they are copied and-
accepted. Importantly, of course~ pupils themselves have their 
own set of perspectives on the classroom situation, and as Lacey 
notes, teachers and pupils may "compete vli thin situations in 
selecting and implementing favoured strategies." ( 27 ) Pupils may 
in fact, as has already been ·suggested, precipitate strategic 
redefinition of the situation for the teacher. Although pupils 
possess no formal power to achieve change, they can exert pressure 
to cause teachers to alter their interpretation of the situation. 
Lacey suggests that student-teachers experience a 
brief "honeymoon!! period at the start of their teaching-practice, 
arising in part from release from the academic "grind" of school 
and university and from their new relationships vTi th children. 
However, most make mistakes in interpreting the "inner culture of 
the school", ( 28 ) and according to Lacey, attempt to: ( 29) 
" ••• compensate for ••• lack of control and lack of 
ability to improvise within the classroom, by 
elaborate preparation ••• the student-teacher's 
behavioural response to the problems posed by 
the classroom." 
Lacey suggests that many students soon become worried about how 
they are "made" to behave predictable in the qlassroom, but 
realise that the "theoretical" solutions that seemed appropriate 
24. Ibid, p. 69 
25. Ibid. 
26. Ibid. 
27. Ibid, p. 71 
28. Ibid, P• 79 
29. Ibid, pp. 80 and 82 
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in college seem "far less relevant"(30) in the context of the 
school. They adopt, according to Lacey, a policy of 11 strategic 
compliance"(31); they adjust to the situation, but remain only part-
ially convinced of the "correctness" of their methods, which may 
conflict with their ideals. Other students internalize all the 
values of the new system or attempt to redefine them, a difficult 
task for a student or beginner. 
The search for material, for example, Lacey believes, 
"involves an investment of intellect and imagination that is 
particularly personal. 11 (32) Consequently , failure or rejection in 
the classroom is particularly painful: (33) 
"There can be very few professions in which 
professional induction involves such a high 
rate of initial failure by the students and 
rejection by the clients." 
Lacey suggests that "distancing'' and "labelling" techniques are 
adopted by the student in self-defence. Problems encountered in 
the classroom are displaced "either by 'blaming' the system or 
accepting the sys tern and 1 blaming' the child." 
Interestingly, Lacey presented P.G.C.E. students at the 
University of Sussex and 4 other universities with a questionnaire 
intended to identify their reasons for wishing to become teachers. 
Twenty items were ranked in order of importance. On entry to the 
course, the top four reasons for the group combined: (34 ) 
" ••• an interest in the progress made by children, 
enjoyment in doing something creative, using one's 
talents to the full and accepting the challenge 
of a changing situation." 
Three of the bottom four items referred to job security, a steady 
income, and the companionship of the staffroom. However, after 
the year of training had been completed, there was a "marked 
increase" ( 35) in the position of those items relating to holidays, 
30. Ibid, P• 82 
31 • Ibid, p. 95 
32. Ibid, P• 82 
33· Ibid, P• 83 
34. ibid, p. 107 
35. Ibid., p. 108 
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income and job security, and 11 large significant decreases" (36) 
in those items relating to creativity, challenges, and using 
one's talents. Lacey comments that: (37) 
"After experiencing their course, including the 
teaching-practice with its exposure to the class-
room situation, their reassessment of the elements 
of the course is striking. The three theoretical 
aspects of the course, psychology, sociology and 
·philosophy all decline in importance. They 
apparently fail to achieve their promise; they 
do not assist in the practical job of becoming 
a teacher in anything like the degree that was 
expected. On the other hand the practical aspects 
of the course either retain their importance 
(teaching methods and the day to day running of 
schools) or, like educational administration, 
increase in importance." 
These findings appear to conflict with those of M.T.A.I. studies 
already referred to. In fact, however, despite these changes, 
students scored more highly on Oliver and Butcher's scales of 
liberalism, progressivism, radicalism, naturalism and tender-
mindedness at the end of the course than they did at the beginning. 
Thus, as Lacey remarks:(38 ) 
" ••• what appears to develop is an early split 
betv1een attitudes relating to fairly general 
levels of education policy or teaching performance 
and more specific levels relating to their own 
experiences and their reasons for doing things." 
The training course is then perhaps not so much of a failure as 
has been suggested earlier. Lacey adds that: (39) 
36. Ibid. 
37. Ibid. 
"It seems to be the surviving 'distance' from the 
school system, the critical awareness of its 
shortcomings, that enables general 'radical' 
and'progressive' attitudes to grown relatively 
unaffected by specific experiences and situationally 
relevant strategies. It seems unlikely that this 
development could continue in the following year 
as students move into and take up positions as 
full-time teachers vri thin the school system." 
38. I bid, p. 115 
39. Ibid. 
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Lacey concludes by suggesting that students in general 
have one of· two basic motives for wanting to teach: he suggests that 
"professionally committed"( 40) students see themselves committed 
to a career in the classroom and in school. This type of student 
is not usually "radical-progressive 11 in his vievlS on education. 
However, the "radically committed" student 11 sees teaching as a 
means rather than an end";( 41 ) he-is committed to a set of ideals 
about education and society, and will abandon teaching if it does 
not prove to be an effective means of achieving his aims. 
Lacey has described the first year of teaching as:(42) 
"the first solo drive through London traffic after passing the 
driving test ••• the first swim across the deep end •••• " and 
suggests that the beginning teacher will often find that the:( 43) 
" ••• ideas and skills developed during the training 
year are found to be inadequate for the new task 
and new responsibilities." 
Oliver and Butcher's attitude scales, readministered after a 
year's teaching, show that gains in radicalism, tendermindedness, 
naturalism and liberalism during training were eroded after a 
year of full-time teaching to the levels which they occupied at 
the commencement of training. Lacey observes that: (44) 
"It would appear that after only one year of 
training, the new teachers are seeing themselves 
more definitely as members of the profession 
and less convinced by the idealistic stances of 
yesterday." 
New strategies have to be learned, a nd the teacher who needs on 
the one hand to become effective and accepted within the school 
may also desire to change it in some 1trays to make it "more like 
the place in which (he) vTOuld like to teach." ( 45 ) As Lacey and 
40. Ibid, p. 121 
41. Ibid. 
42. Ibid, p. 128 
43. Ibid. 
44. Ibid, p. 130 
45. Ibid, p. 136 
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others have stated: ( 46) 
"The new teacher is preoccupied vii th the basic 
;problems.of survival and acceptance. The strain 
of being 'new' is in itself considerable. As the 
,newness wears_off ••• as many of the appropriate 
behaviour patter~s are learned and habitualized, 
these strains are reduced. The energies released 
enable the young teacher to. 'try again' on some 
of the preferred but unsuccessful teaching 
strategies of the first year. But once again there 
are competing pressures and choices to be made. 
As the pattern of career advancement becomes 
clearer and the expectations of the established 
senior staff are communicated, these expectations 
become pressures that must be taken into account." 
The school then, can be seen as(47) "the arena in which opposing 
definitions of the school compete~" ( 48 ) 
" ••• institutions penetrated by a flow of 
individuals who hold divergent vievJS as to 
hovl the institution should be run, indeed, 
as to what the purpose of the institution is." 
In conclusion then, the second half of this chapter 
has illustrated that there is no absolute agreement regarding the 
desirable behaviour, or personal qua.lities, of the "good teacher." 
Whilst some researchers have suggested that agreement can be reached, 
in broad terms, (and the teacher's skill at instruction and control 
appear to be key areas) others like Delamont have refuted this 
notion. In addition, and crucially, none of the research discussed 
in this chapter was conducted in a comprehensive school, and it is 
likely that agreement about the role of the teacher in the 
comnrehensive school will be even harder to reach, in view of the 
heterogeneous nature of the pupils in such a school. 
Clearly, this lack of consensus on the teacher's role 
is bound to have repercussions for individual teachers, especially 
beginners. Mamliller( 49) has observed that teachers' satisfaction 
46. Ibid, p. 1 37 
47. Ibid, p. 142 
48. Ibid, p. 136 
49. L.V. Ham-Tiller, "Expectations Regarding Teachers", 
Journal of Experimental Education, 
Vol. 26, 1958, pp. 315- 354 
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and morale may be affected by disagreements about the precise 
nature of their role, and that this may also in turn affect their 
efficiency. Mamriller cites Kline, vlho found that: (50) 
" ••• sources of annoyance seemed to arise more out 
of what teachers thought was expected of them than 
what was actually wanted." 
and Manwiller himself ha.s observed of teachers that: (51) 
"It is reasonable to assume that what they believe 
to be the expectations regarding teachers is one 
of the prime factors motivating what they do •••• As 
long as they think the public looks for and expects 
certain kinds of teacher behaviour, it makes little 
difference whether the expectations are real ••• a 
significant determinant of what they do is what 
they think ••• people expect." 
Musgrove and Taylor have made a similar point:(52 ) 
"The teacher works within a framev1ork of expectations. 
He may respond to some of these expectations and 
reject others; he may misjudge the pressures 
brought to bear upon him and defend himself against 
demands vlhich have not, in fact, been made." 
The QUestion is, however, to what extent can the 
existence of conflicting expectations be taken to indicate the 
presence of "role-conflict"? Musgrove (53) have suggested that:(54) 
"The size of the discrepancy betVJeen role-demands, 
role-conception and role-performance is a measure 
of the conflict experienced by a person occupying 
a particular status." 
a.nd has observed of a study similar in nature to this one 
(involving the ranking in importance of various statements 
50. F.F. Kline, "Satisfaction-and Annoyances in Teaching", 
Journal of Experimental Education, Vol. 18, 1949, pp. 77-89 
cited in L.V. Manwiller, op.cit. p. 318 
51. Ibid,; p. 316 
52. F. Musgrove and P.R. Taylor, "Teachers' and Parents' 
Conceptions of The Teacher's Role", op.cit.. p. 171 
53. F. l'lusgrove, "Teachers' Role-Conflicts in the English 
Grammar and Secondary-Modern School", International Journal 
of Educational Sociology, Vol. 2, 1967, pp. 61-68 
54. Ibid, p. 63 
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referring to different areas of teaching efficiency) that: (55) 
"The assumption ••• is that the conflict of ranks is 
a fair indication of conflict actually felt. This 
is no more than an assumption, but seems reasonable 
in the light of vrork done by numerous investigators •••• " 
However, these assumptions are clearly dangerous, as 
they take no account of whether differing expectations are 
actually perceived by the actor, nor of whether, if they are 
perceived, the actor regards them as legitimate expectations. 
As Westwood has indicated, the extent of experienced role-conflict 
will in fact depend:(56) 
" ••• upon -the immediacy and strength of the perception 
of the respective expectations - which will in turn 
depend upon the degree of interaction of the role-
incumbant with the person ·or groups holding 
expectations for his role." 
Conversely, Westwood also points out that it is not actually 
necessary for members of the actor's role-set to really possess 
expectations for the role that differ from the actor's own, or 
from those of other members of the actor's role-set; crucially, 
if the actor attributes these expectations to them, rightly or 
wrongly, then this may be sufficient to produce "role-conflict". 
Members of the teacher's role-set, such as pupils and more 
experienced colleagues, may of course impose sanctions, which 
may be feedback as simple as disapproval, (pupils yawning, or 
gossiping, etc.) in an effort to make the teacher adjust, comply 
with their expectations and modify his role-performance, thus 
lessening his own role-strain. However, as the second half of this 
chapter has shown, the teaching situation allows for a fairly 
flexible range of behaviour on the teacher's part, albeit within 
certain limits, and behavioural differences amongst teachers will 
arise naturally because of personality factors. 
Getzels and Guba(57) have however supported Musgrove 
55. Ibid, p. 64 
56. L.J. Westwood, "The Role of The Teacher, (1), op.cit. p. 125 
57. J.W. Getzels and E.G. Guba, "Role, Role-Conflict and 
Effectiveness: An Empirical Study." American Sociological 
Review, Vol. 19, 1954, pp. 164-175 
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in suggesting that:(5B) 
"Role-conflicts ensue whenever an actor is required 
to fill two or more roles whose expectations are 
in some particulars inconsistent •••• An actor who 
is in conflict must necessarily ignore some of 
the expectations of one or more of the roles, 
and to the extent that he does so, he is held 
to be ineffective." 
Clearly teachers are expected by their pupils (and others) to play 
several roles, which may at times conflict; for instance, those 
of instructor, counsellor, confidant, and disciplinarian, and 
Merton(59) has pointed out that the teacher's role is "ill-defined 
and open to a variety of interpretations", the criteria of success 
being "ambiguous, conflicting and lacking in definition". Merton 
suggests that consequently, role-conflict is almost unavoidable for 
teachers, but Westwood( 6o) believes that conflict will only occur 
if the actor himself feels that roles are incompatible:( 61 ) 
" ••• a situation may involve much potential conflict 
yet theoretically not involve any given actor within 
the situation in the conflict." 
Perhaps the best conclusion is that drawn by Oxtoby,( 62 ) 
who has pointed out that proof of contradictory perceptions by 
members of an actor's role-set do at least indicate to what 
extent the role is clear and unambiguous, regardless of the degree 
of role-conflict which may or may not be experienced by the actor. 
Getzels and Guba( 63) meanwhile, take the view that: 
a) The extent of role-conflict in any actor is dependent on the 
"number and magnitude" of incompatible expectations held by 
him or placed on him. 
58. Ibid, p. 166 
59. R.K. Merton, "The Role-Set: Problem in Sociological Theory", 
British Journal of Sociology, Vol. 8, 1957, pp. 106-120 
60. L.J. WestviOod (2), op.cit. 
61 .. Ibid. p. '3 3 
62. R. Oxtoby, "Role-Conceptions and Perceived Expectations of 
Students Entering A Polytechnic 11 , Durham Research Review, 
Vol. 6, ~972, (pp. 701 - 710) _p •. 706 
63. J.W. Getzels and E.G. Guba, op.cit. p. 166 
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b) The greater the degree of role-conflict that is experienced, 
the less the effectiveness of the actor in at least one of 
his roles. 
c) The degree of role-conflict experienced is also related to 
the actor's personality. 
In a study of instructors in the U.S. Airforce, to 
identify conflict arising from the fact that instructors were 
also officers, Getzels and Guba found that those instructors 
experiencing conflict also appeared to be relatively ineffective, 
and they concluded that:( 64) 
" ••• ineffectiveness in the performance of a role is 
related to the degree of personal involvement in 
role-conflict." 
The authors suggest that the role-player \·iho is experiencing role-
conflict may attempt to stand "mid-way" between the two roles, 
giving equal attention to each, or h~ may choose one role as 
being of greatest significance, and assimilate all other roles 
into it. They cite Ackerman, ( 65 ) who points out that: 
" ••• the extent to which a role is successfully 
handled is a. function of the degree of overlap 
between the role-expectations and the actor's 
needs, ••• the individual will ordinarily seek 
out a role or create one that permits the 
expression of specific personality needs. An 
a.ctor .•• pla.ced in a role-conflict situation will 
probably choose as his major role the one that 
is most compatible with his needs and will 
assimilate other competing roles to it as the 
frame of reference." 
and conclude by pointing out that as new teachers like Otty have (66) . discovered: 
"No matter what major role an actor may select, 
he must face the realities of the situation in 
which he finds himself. He cannot long ignore 
the legitimate expectations of others upon him 
vli thout retaliation from them." 
64. Ibid, p. 172 
65. N.W. Ackerman, "Social Role and Total Personality", 
American Journal of Ortho s chiatry, Vol. 21, 1951, pp. 1-17 
Quoted in J.W. Getzels and E.G. Guba, op.cit. p. 174) 
66. J .W. Getzels and E.G. Guba, op.cit. p. 174 
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" 
From Otty's accormt, it would seem that he ignored the "legitimate 
demands" of his pupils for a disciplined classroom, and hence for 
instruction. The pupils thus invoked "sanctions 11 • 
Bible and McComus( 67 ) have-suggested-finally that 
in fact:( 68 ) "complete consensus on the role-expectations for a 
specified position is seldom formd 11 anyv1ay, and have questioned 
the extent to which job effectiveness is related to "consensus ( 69 ) 
on role definition for persons in reciprocal role-relationships." 
However, after research involving the role-expectations and 
role-performance of vocational agricultural teachers as perceived 
by the teachers themselves and their Heads, and the rating of 
teachers' effectiveness by their Heads, the authors concluded 
that teacher effectiveness and job satisfaction~ likely to 
be positively related to the degree of consensus on definition 
among the actor's role-set, and they suggest that: (70) 
"effectiveness is a frmction of the congruence of behaviour with 
expectations", although complete conformity is rmlikely because 
of the individual characteristics of the actor, and as Westwood 
has indicated, "if the actor is not aware of conflicting 
expectations, it is difficult to see how their existence could 
by dysfunctional. It is in fact also possible that experienced 
role-conflict may be a spur for positive social change, leading to 
the useful redefinition of a role. 
Willower also raises the crucial point that since 
Headteachers, teachers and pupils are all "socialized" by the 
school's "sub-culture", new teachers are:( 71 ) "quickly brought 
face-to-face with requirements for behaviour, some explicit, 
some subtle". This situation may give rise to a high degree of 
role-conflict in the beginner, according to Willower, since he 
67. B.L. Bible and J.D. McComus, "Role-Consensus and Teacher 
Effectiveness", Social Forces, Vol. 42, 1963-64, pp. 225-233 
68. Ibid, P• 226 
69. Ibid. 
70. Ibid. 
71. D.S. Willower, op.cit. P· 48 
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must adjust to the formal and informal demands of the organisa-
tion: (7 2) 
"It seems likely that in schools where external 
controls are given great emphasis, such conflict 
will be resolved, at least for those who remain in 
the organisation, through the loss of idealism 
••• as the teacher is exposed to the socialisation 
process in such schools •••• 11 
Gordon( 73 ) has suggested that teachers must be socialized into 
acknowleding the "reality of the social structure of the ••• school 
••• " so that their problems can then be vie\ved as consequences 
of this structure and be seen as general to all teachers, and not 
solely specific or private. At present, Gordon believes that:(74) 
"The problems of the classroom are not shared on a 
colleague-wide basis due to the competitiveness 
of the status-system among teachers. The success 
ideology of the school states that 'successful 
teachers do not have problems' • " 
Teachers who consider their problems to be unique are reluctant 
to voice them to colleagues. 
In summary then, the related research suggests that 
whilst secondary-school pupils of all ages and abilities value 
greatly the teacher's ability to control and instruct his 
classes, along with characteristics that lead the teacher to 
treat them in a decent and humane way, student-teachers and 
beginning teachers are often unaware of pupils' "functional" 
view of their role (which is related to pupils' opinions about 
the "purpose" of school), and tend to believe that children will 
judge them on the basis of personality. This belief may be 
related to the new teacher's own personality needs, which have 
led him to choose teaching as a career. As a result, the begin-
ning teacher is frequently too friendly and familiar with his 
classes, and finds control, and hence instruction, difficult. It 
has been suggested that he does not view his role in the same 
way that pupils, parents and more experienced colleagues do; there 
follows a period of socialisation, during \olhich the beginning 
72. Ibid. 
73. d.w. Gordon, op.cit. p. 29 
74. Ibid. 
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teacher adapts to his nevr role, as defined by the important 
members of his role-set. If he is unable or unwilling to adapt, 
then high levels of experienced role-conflict may cause him to 
leave the organisation. It has also been suggested that college 
and university training courses tend to liberalize student's 
attitudes to teaching, (a process only partly offset by periods 
of teaching-practice, vrhich, although they involve "real" 
classroom contact, are short enough in duration for the student 
substantially to retain his ideals), and that this tendency 
reflects a movement of stud.ents' attitudes towards those of their 
lecturers. After a year or more of full-time teaching, the 
"liberal" attitudes identified by such tests as the M.T.A.I. are 
eroded, but not before the students have experienced what has 
been described as a harsh "reality-shock". These results·suggest 
that at present many teacher-training courses do not adequately 
prepare their students for the reality of full-time school 
teaching. 
Hovrever, much of the related research that has been 
discussed is American, and none of it has been conducted in 
British comprehensive schools. The present research is designed 
to identify the view of the teacher's role that is held by 
comprehensive pupils and by student-teachers who are preparing 
to teach in such schools, and to relate these views to pupils' 
and student-teacher's beliefs about the purpose and function of 
the comprehensive school. 
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CHAPTER 4. 
THE PUPIL ESSAYS • 
A Justification of the 
Essay Technique 
The Pupil Sample 
The Administration of the Essays 
The Procedure and Instructions. 
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The first stage of the research involved the gathering 
of a universe of. statements from pupils on the topics already 
outlined. In order for these statements to be representative, 
the pupil sample had to be large, and the size of the sample that 
was required effectively ruled out interviewing as a technique for 
gathering information. 
Interviewing, involving direct questioning, has in any 
case, several points against its use with school pupils. Firstly, 
there is the time and cost involved for the researcher; an enormous 
amount of time would have to be spent in interviewing a sufficient 
sample of pupils of different ages and abilities in several 
different schools. An added difficulty lies in recording accurately 
the answers to questions, especially to open-ended. questions in 
1trhich the respondent is free to construct the answer in anyway he 
chooses. Thirdly, there is the problem of establishing what 
questions should be asked, a.nd how to phrase these questions so as 
to avoid bias. Finally, there is the crucial problem of the 
organization of the interviews; the disruption caused to the school 
generally and to teaching staff in particular, by the constant 
withdrawal of children from classes, whether individually or in 
groups, would prove unacceptable to most headteachers. 
Apart from these practical and methodological 
difficulties, there are strong grounds for suggesting that the 
essay technique was in any case the best method for collecting a 
universe of statements from school children on the two topics. 
l!,irstly, it was felt by the experienced. teachers 
consulted on this issue, (those who responded to the "role-conflict" 
paper described in Chapter 1 .), that pupils were more likely to 
express their true opinions in anonymous essays. School children 
are, after all, far more familiar in a school situation with 
expressing their opinions on paper than they are with verbal 
expression; (this is especially so, perhaps, in Scotland), and the 
extent to which pupils would reveal their real opinions or give 
11 unacceptable 11 responses in a face-to-face interview \..ri th an 
unfamiliar adult vias seriously questioned by these members of staff. 
A further point in favour of the essay technique \-Tas that 
far more ground could be covered in an essay; the answers were 
entirely open-ended, and pupils could deal with whatever aspects 
of the topics they considered to be most important. It was felt that 
in an interview, however, pupils Ylould inevitably be guided by the 
intervieYler's questioning, no matter how careful he tried to be to 
avoid "leading" the interviewee. 
A final point in the favour of the essay method Has the 
anonymity of the respondents. It was suggested to the 3 schools who 
participated in the research that pupils should be allowed to write 
the essays anonymously. However, in all the schools, this suggestion 
had to be agreed to by the Headmaster, the Head of the English 
Department, (essays were written during English classes in order to 
keep the situation as "natural" as possible; another point against 
interviewing), and ultimately by each class teacher who administered 
the essays. As a consequence, not all pupils were allowed to write 
anonymously, but in all cases it was stressed by the teacher in 
charge that the essays were intended for someone outside of the 
school. Essays have been used in several major research projects, 
including those involving children, ( 1) whilst Oppenheim, ( 2) in 
support of the technique, points out that closed questions must 
inevitably guide the respondent's ans\<Ters, lead.ing to: 
" ••• loss of spontaneity and expressiveness, 
and perhaps (to) the introduction of bias by 
"forcing11 him to choose between given alternatives 
and by making him think of alternatives that might 
not have occured to him." 
Oppenheim has added that the interviewer may easily affect the 
respondent by his appearance and tone, by strategic pauses, by 
probing, by agreement, by registering surprise or boredom, by 
"selective understanding," and by recording answers according to 
his own expectations. None of the criticisms applied. by Oppenheim· 
to closed. questions and. to interviewing technique are applicable 
to the method. of essay collection. 
1. a) S. Isaacs et al, The Cambridge Evacuation Survey: 
2. 
A Wartime Stud in Social Welfare and Education. 
London: Methuen, 1941 • 
b) R. Lambert and S. Millham. The Hothouse Society: 
An Exploration of Boarding School Life Through Boys' and 
Girls' Ovm Wri tin 
London: vleidenfield and Nicolson, 1968). 
c) E.S. Bogardus. "American Attitudes Tov1ards Filo-pinos," 
Social and Soc. Research. Vol. 14, 1929. pp. 59-69 
d) W.J. Thomas and F. Znaniecki. The Polish Peasant in Europe 
and America. (Chicago: Univ. of Chicago Press, 1918). 
A.N. Oppenheim. 
l-1easurement. 
Questionnaire Desi 
(London: Heinneman. 
Edwards (3) also criticises interviewing, suggesting 
that often individuals are reluctant to give public expression to 
their beliefs and feelings on controversial issues: 
"Only when the social atmosphere is free from felt 
or actual pressures towards conformity might we 
expect to obtain evidence about a person's attitudes 
by means of direct questioning." 
It is highly unlikely that direct questioning, by an adult, in a 
school situation, about the "characteristics of a good teacher11 
and "the purpose of school" would create an-atmosphere "free from 
felt or actual pressures toward.s conformity." In support of his 
argument Edwards(4) cites research evidence that a secret ballot 
taken amongst voters before an actual election in the U.S.A. proved 
to be a far more accurate predictor of the election result than did 
direct questioning of voters on their voting intentions: 
" ••• it was found that the proportions obtained 
from the secret ballot were much more in accord 
with the actual vote than those from the direct 
intervie,.,." 
As well as this negative comment on alternative methods 
of gathering data, there is much positive support for the essay 
technique. Holsti(5) has commented, along the same lines as Edwards, 
that: 
"· •• kno;.!ledge that one is being studied, may, 
in some circumstances, materially alter those 
aspects of behaviour under a.nalysis ••• continued 
interaction between analyst and subject may affect 
the nature of the responses ••• then content analysis 
of the subject's statements may be a useful way to 
gather the required data. An important feature of 
content analysis is that it is a 'non-reactive' or 
'unobtrusive' research technique." (Researcher's 
italics). 
3. A.L. Edwards. Techni ues of Attitude Scale Construction. 
(New York: Appleton -Century- Crofts, 1957 • p. 3 
4. Ibid. p. 4 
5. 0 .R. Holsti. 
(California: 
Content Analysis for the Social Sciences and 
Humanities. · 
Addison \'l'esley, 1969). p. ·16 
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Whilst it cannot be claimed that the class essay avoids 
all such pressure, it can be stated with virtual certainty that 
there is less pressure for pupils in this familiar situation (and 
occupation) than there would be in the situation of an interview 
conducted by an adult viho is a stranger. An additional point of 
importance is that school children are used to revealing their 
feelings in essays, which are usually set in the English class or 
for English homework. Such themes as "The :Best Holiday I Ever Had," 
"Alone," "A Frightening Experience," have been familiar to pupils 
ever since their primary school days. Thus it seems that Edwards'(G) 
claim that true beliefs are likely to be ascertained only 111hen: 
11 
••• the social atmosphere is free from pressure 
so that feelings can be ••• expressed without 
fear of social disapproval." 
can best be accomodated by the tecP~ique of essay collection. 
It has already been explained. that the essays collected. 
from pupils were intended to provide a universe of statements to be 
used later in the construction of a questionnaire. The value of this 
approach has been indicated by several writers in the literature, 
among them Nisbet and Entwistle: (7) 
" ••• the use of children's essays as a source for 
statements helps to ensure that the wording is 
appropriate for child.ren. 11 
Oppenheim (8 ) has also indicated the usefulness of this method; the 
exploratory early stages of the research might involve, he suggests, 
" ••• the accumulation of essays written around the subject of the 
enquiry." Oppenheim believes that the researcher, by immersing 
himself in the essay material, should. develop a 'feel' for the 
topics. In this way, pilot work should:(9) 
11 
••• provide us vli th a set of multiple choices 
that will really fit the range of answers to be 
expected., and that will reduce, if not eliminate 
the loss of information." 
6. A.L. Edwards. op.cit. p. 8 
7. J.D. Nisbet & N.J. Entwistle. Educational Research Methods 
(London: University of London Press 1974). p. 127 
8. A. N. Oppenheim. op. cit. p. 25 
9. Ibid. p. 47 
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This view has also been supported by Triandis, ( 10) who 
suggests that the salient points for inclusion in attitude scales, 
check-lists, questionnaires and other tests should be allowed to 
emerge from within the gToup being studied, and not be imposed 
from without: 
"We might ••• ask them (pupils) to Hrite 
.compositions about the things they like and dislike 
in school. From this inform?tion we might begin to 
construct hypotheses about the ••• dimensions that 
matter. In other \oiords, \ole allow salience to emerge 
from the population we are studying, rather than 
decide 'a priori' what attitudes are salient for the 
members of it." 
Payne,( 11 ) Goode and Hatt,( 12 ) and Moser and Kalton ( 13) also 
share the view that essays are invaluable in clarifying and 
formulating hypotheses:( 14) 
"The free ansHer question is of value especially 
as a preliminary aid in drafting other questions • 
••• Thus the free answer approach is clearly indicated 
as a preliminary step to preparing questions on any 
unexplored issue." 
Goode a.nd Hatt( 15) suggest that this nilot stage: 
" ••• does not usually warrant a. formal sampling 
design, but the student must be sure that he (tests) 
a wide variety of the various types making up the 
final sample to be s:tudied. 11 
Then, with a gr0up of experienced people from the field, in this 
case experienced secondary school teachers, the possible meanings 
of each essay answer can be discussed and explored. 
10. J. Bynner, A. Cashdan, B. Commins. Attitudes and Learning 
Problems, Units 13, 14, 15. (I"'il ton Keynes: Open University 
Press 1972). pp. 12- 13 
11 • S. 1. Payne. 
(Princeton 
The Art of Asking ~uestions. 
N. Jersey: Princeton University Press 1951). 
12. W.J. Goode and P.K. Hatt. op. cit. 
C.A. Moser and G. Kalton. Survey Methods in Social 
Investigation, (London: Heinneman 1972). 
14. S.L. Payne. op.cit. p. 50 
15. W.J. Goode and P.K. Hatt. op.cit. p. 146 
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Moser and Kal ton ( 16) agree that essays are invaluable 
in finding \vhat aspects of the issue are in fact uppermost in the 
minds of group members. Essays, they state: 
" ••• can be illuminating in the exploratory stages 
as a means of orientation and a source of hypothesis . 
.•• If one cannot reasonably determine in advance what 
the main categories will be, it is best to begin \vi th 
open questions •••• This is why open questions play such 
f1 valuable role in pilot surveys." 
Ilersic (17) has also commented that open questions enable the 
researcher to discover the range of possible responses and 
relevant dimensions, ensuring that all the important aspects are 
considered for inclusion in the final questionnaire: 
"If ••• one cannot reasonably determine in advance 
what the main categories will be, it is best to 
begin with open questions, progressing to pre-coded 
ones as the range and distribution of answers 
becomes clear." 
However, the advantages of the essay technique over 
other possible methods of data collection which could have been 
used at this stage in the project, are not confined to exploratory 
situations. As Lindeman ( 18) has remarked: 
"The significant features of the essay test ·are that 
the student ••. organizes his ovm answers, that he 
expresses these answers in his own words ••• freedom of 
response (is) involved." 
Thus the free answer forces the respondent to work out his own 
ideas rather than select one item from a list. It raises an issue, 
but it does not suggest or provide any structure for the reply. 
The respondent must answer in his own terms and according to his 
own frame of reference. (However, it is still important that the 
questions be, as they were in the case of this research, 
sufficiently directive to confine the ansvJers within a certain 
framework). 
:1~6. C.A. I1oser and G. Kalton. 0:9.cit. p.244 and 343. 
17. A.R. Ilersic. statistics. (London: H.F.L. Ltd. 1964) p.343. 
18. R.H. Lindema;n. Educational Heasurement. 
(Illinois: Scott, Foresman & Co. 1967) p.66. 
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The view that freedom is a crucial factor in establishing 
the genuine beliefs of a resnondent is shared by Oppenheim:( 19) 
"The chief advantage of the open question is the 
freedom that it gives to the respondent, Once he has 
understood the intent of the question, he can let his 
thoughts roam freely, unencumbered by a prepared set 
of replies. We obtain his ideas in his ovm language~ 
expressed spontaneously, and this spontaneity is often 
extremely worthwhile as a basis for new hypotheses ••. 
what comes first to the respondent's mind is ••• also most 
important to him and us." 
Whilst Payne ( 2o) has added: 
" ••• the free answer is uninfluenced, it elicits a wide 
variety of responses, it makes a good introduction to 
a subject ••• it gives the respondent a chance to have 
his own say-so, vii th ide2.s which more restrictive types 
of questions would not permit him to express ... to state 
the ideas ••• that are uppermost in· his thinking ••• 11 
The views of the three authors quoted are supported by 
Moser and Kalton, and by Selltiz, Jahoda, et al, \·Jho point out in 
addition that 2 further advantage of the essay technique lies in 
the richness of the data thus obtained. The quality of the answers 
obtained by this method \·muld be hard to match by alternative method. 
The remarks of these 1vri ters provide a convenient summary of the 
advantages of the essay method:( 21 ) 
(22) 
And: 
11 
••• personal documents provide a richness and detail 
not achieved by the more standardized methods of social 
surveys. They can give insight· into ••• beliefs that 
formal interviewing can rarely, perhaps never, attain ••• 
the possibility of any investigator bias colouring their 
contents is eliminated ••• at their best they can give a 
personal and authentic picture of how people see ••• their 
environment." 
" (the free ansv1er) ••• provides the investigator with 
information that could otherwise be obtained, if at all, 
only by more time-consuming methods ••• it is frequently 
19. A.N. Oppenheim. op.cit. p. 41 
20. S.L. Payne. op.cit. pp. 49-50 
'21. C.A. Moser and G. Kalton. op.cit. p. 243 
22. C. Selltiz, M. Jahoda et al. Research l'vlethods in Social 
Relations. (London: Methuen. 1966) p. 238 
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••• useful to get an individual's 0\m account of his 
feelings tmvards a psychological object, his image of 
the object, his views of appropriate behaviour towards 
it, etc. 11 
However, in spite of the many advantages of the essay 
technique it would be false to suggest that it has no disadvantages. 
Firstly there is the major problem of the "systematic and objective 
analysis of the answers •11 ( 2 3) This ana.lysis is achieved. by the 
process of content analysis a.lread.y mentioned earlier in this 
chapter, and discussed in detail in the next. Oppenheim ( 24) has 
remarked. that the quantifying of a qualitative response is not at 
all easy: 
"The composition of ••• coding frames and the actual 
coding operation require trained staff and are 
extremely time-consuming." 
vlhilst Selltiz, Jahoda, et al ( 25) have added.: 
"Categories for analysis must be built up, coders must 
be trained., and the responses must be coded. into one 
of the categories before they can be tabulated. and 
statistically analyzed.." 
Payne ( 26 ) h2.s· d.escri bed this coding operation as a "disheartening 
task." However, it is reasonable to suggest that the coding of free 
answers, which may be undertaken in org:ani zed fashion in an office, 
will be more objective and reliable than that carried. out "on the 
spot" in an interview situation. 
A further hinderance is the lack of uniformity of the 
answers, which necessarily results from the very freedom given to 
the respondent that vias praised. as an outstanding recommendation 
of the method. Language skills also play a part in this issue, 
since the more loquacious and./or academic child may write several 
pages, whilst the child who has little ability to express himself 
B. Berelson. Content Anal)sis in Communication Research. 
(New York: Hafner. 1971 p. 53 
24. A.N. Oppenheim. 01J.cit. p. 41 
25. C. Selltiz, M. Jahoda, et al. op.cit. p. 258 
26. S.L. Payne. op.cit. P• 53 
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may write only a fevr lines. All that could be done was to standard-
ize the space available to each child. (One page from an exercise 
book; both sides could be used). 
As well as abilitx to express oneself, the motivation 
to do so also plays a.n important role, but it proved to be 
surprising how vrilling the lower-stream pupils were to give their 
opinions on the two topics, (especially on "the characteristics of 
a good teacher''). As Yarrow, ( 2?) has commented, the child: 
" ••• may vTelcome a permissive situation in which to 
voice attitudes troubling him or significant to him." 
And in addition: 
" ••• when the content or context of the research is in 
the familiar world of the child, he may be remarkably 
perceptive in the variables being· studied. 11 
(It is interesting to note that Ilersic ( 28 ) has also suggested 
that the closeness of the subject of the survey to the respondent's 
every-day life is a vital determinant of the respondent's lack of 
weariness or boredom). Certainly the essay-vrri ting task is a routine 
one for pupils, but the topics in question were probably more 
interesting and closer to the hearts of the writers than those 
titles with which they are usually confronted. In any case, the 
teachers administering the essays supported Yarrow's remarks by 
reporting wide-spread enthusiasm for the task, whilst the essays 
themselves reveal considerable effort and absorption. 
It is importq.nt to point out that although the essay 
technique appears to discriminate against the less articulate 
pupils, and to bias the results of the content analysis in the favour 
of the more articulate, academic pupils, the process of stratified 
sampling ensured. that the opinions of all the pupil strata could be 
represented in the results of the content analysis, and, later, in 
the questionnaire that was based on the analysis of the essays. This 
process is dealt with fully in later chapters. 
Yet another difficulty lies in the modes of expression 
used by pupils; ambiguity makes coding responses a difficult task. 
27 •. M.R. Yarrow. 11 The Measurement of Children's Attitudes and 
Values. 11 Handbook of Research Hethods in Child Development. 
Ed. P.H. Mussen. (Ne\-1' York: Wiley & Sons. 1964) pp. 658-659 
28. A.R. Ilersic. op.cit. p. 285 
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Payne ( 29) has clarified this point: 
" ••• few people will use the same words even in 
expressing the same idea. Some clarify their statements 
better than others. This makes gradation difficult 
when we want to distinguish betvreen two closely related 
but nevertheless different ideas." 
As a counter to this problem it is necessary for coders to be 
thoroughly conversant with idiom and with the subject-matter-in 
J 
fact three of the four coders were experienced school-teachers. 
As Payne(30) has remarked: 
"The coder must have a thorough understanding of the 
subject-matter. He must also understand various idioms 
and colloquialisms correctly ••• the coding of free 
answers looms as one of the most difficult tasks in 
the survey. 11 
Yarrow, (31 ) too, has stated that: " ••• knowledge of children ••• is 
critically important in designing and conducting research." 
An additional point made by Moser and Kalton(32 ) is that 
the step of actually asking the respondent to produce an essay is a 
crucial one; it is possible that the writer may colour his 
statements to suit the investigator: 
"The more the investigator comes into the picture, 
the more danger there is of personal distortion by 
the respondent." 
However, in the interests of obtaining a representative sample, 
documents must be requested. In this case the pupils did not know 
for whom the essays were intended, only that some "abstract11 adult 
required them. The candidness of many of the essays reveals that 
pupils did not seem to be inhibited by the thought that their own 
teachers might read their scathing comments; indeed in some cases 
it seems as if the pupils hoped that their teachers would read the 
essays, and modify their behaviour accordingly'. It is in any case 
reasonable to suggest, as was pointed out earlier, that school 
pupils are much more used than are adults to being asked to produce 
29. S.L. Payne. op.cit. p. 53 
30. S.L. Payne. op.cit. n. 54 
31 • }1.R. Yarrow. op.cit. p. 654 
32. C.A. Moser and G. Kalton. op.cit. p. 244 
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written "documents", as this happens to them daily in the form of 
homework; projects; class essays, etc. Consequently, it was not 
felt that this technique would cause the pupils any special 
disturbance, certainly not when the method is compared to the others 
available, as has already been discussed. 
The central issue around which criticisms of the method 
have centred, is whether or not we can expect to obtain the true 
opinions of the pupils tested by the essay technique. Yarrow-r3J) 
has commented that children are "less reluctant" to reveal their 
feelings, and less suspicious generally than adults are. Anonimity 
is thought to be an important factor in obtaining "frank and 
revealing responses".(34) Edwards(35) has remarked that: 
"Some assurance of anonimi ty ••• may result in 
individuals giving verbal expression to attitudes 
thet they might otherwise deny or attempt to conceal." 
As has already been discussed,(36) every effort was made to obtain 
anonymous essays from the children who participated in the research, 
but difficulties in some cases made this impossible. A comparison 
of the content analysis results for essays written anonymously and 
those which were signed is an interesting one.(37) 
Finally, it is worthy of note that vlhilst the purpose 
of such surveys is conventionally concealed from the participants, 
in case awareness of the true purpose should affect the true 
expressions of opinions, (especially those deviating from the 
"conventionally acceptable"), the pupils participating in this 
survey were simply told that someone was writing a book concerning 
children's views on the two topics. The essays, they were told, 
gave them an opportunity to express their own views. This 
explanation was essentially true, and it was felt that it should 
not lead to the expression of 11 untrue" opinions for purposes such 
as the gaining of prestige. 
33. M.R. Yarrow, op.ci t. p. 660 
34· A.N. Oppenheim, op.cit. p. 137 
35· A.L. Edwards, op.cit. P• 54 
36. See page 197 
31· See Appendix 4' and Appendix 5. 
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To summarise, it was felt that despite the disadvantages, 
for the reasons already given in this chapter the essay technique 
provided the best method of obtaining a universe of statements 
from pupils on the two topics in question. 
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The Pupil Essay Sample. 
(Part 1 Theory) 
A "sample11 has been defined by Goode and Hatt(38 ) as 
" ••• a smaller·representation of a larger whole", whilst Ilersic(39) 
has added that: 
" ••• the purpose of sampling is to gain information 
about the nature and characteristics of the 
population from which the sample is dra1.m •••• " 
Berelson( 40) has indicated the definite need for sampling 
procedures in research using content analysis techniques. Otherwise.: 
" ••• the universe of relevant materials is likely to 
overwhelm even the investigator well endowed with 
time and resources. Often, the choice can be reduced 
to one of two alternatives; obtain.the data by 
sampling, or don 1 t obtain it at all." 
I~ the case of this research project, it was clearly ludicrous to 
expect every secondary-school pupil in Scotland to write the 
required essays. Thus a multi-stage sample had to be employed. 
Firstly a sample Region had to be selected from the Regional 
Education Authorities in Scotland; secondly the secondary schools 
within that Region had to be sampled, and finally, the pupils 
within these schools had themselves to be sampled. 
Berelson(41) bas indicated some of the problems that 
content analysis shares concerning sampling procedures with all 
social science research. Often, the researcher in education has 
to be content with the sample that he is offered, even though he 
does not ideally consider it to be satisfactory: 
"Sampling in content analysis, as elsewhere, is 
complicated by the difficulty or even the impossibility 
of physically securing necessary sample units. Many 
38. W.J. Goode and P.K. Hatt, op.cit. p. 209 
39. A.R. Ilersic, op.cit. p. 249 
40. B. Berelson, op.cit. p. 127 
41. Ibid, p. 175 
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samples h;:we been determined primarily by the 
availability of material, even though such materials 
\o!ere not the most sui table for the purpose at hand." 
This view is shared by Lewis:(42) 
11 0ften ••• the investigator in education has to be 
content with samples that are neither random nor 
stratified. He may have to accept the samples 
offered to him ••• beca.use they happen to be readily 
available •••• In general, the best that could be done 
would be to select at random from schools that were 
already known to be ,.,i lling to co-operate. If we saw 
no other v1ay in \o!hich these schools differed 
consistently from the other schools vli th respect 
to the particular characteristics studied, the 
investigation ••• (is) still worthvThile." 
Nisbet and Entwistle( 43) have also remarked that: 
11 Many educational investigations have to use small 
samples which are also not obtained in a. random 
manner and may not even be representative. In such 
cases it is important to obtain and report evidence 
on the composition of the sample, so that readers 
can judge hO\v far it is representative." 
From these remarks it is clear that the important issue of sampling 
is not e~sily dealt with in educational research, owing mainly to 
the disruption which researchers inevitably cause to the usual 
school routine, and. perhaps to the suspicion with vThich teachers 
view educational researchers who have "escaped" from the classroom, 
(if indeed they have ever taught in one at all), which affects 
their willingness to co-operate. The hierarchy which must be 
approached before permission is granted. for the research to take 
place ranges in pyramid structure from the Director of Education 
for the Region, who sanctions the overall project and who in all 
probability suggests the schools which might be approached,to the 
individuals Rectors (Headteachers) of the schools, who may veto the 
idea a.s far as their own school is concerned, to the individual 
teachers who will be affected and who perhaps will be asked to 
a.dminister the questionnaires, essays, tests, etc. These teachers, 
too, clearly have the right to refuse to participate in the project, 
either on the grounds that they object to its purpose or methods, 
or simply because they find. the procedure too troublesome and 
42. D.G. Lewis. Statistical Methods in Education. 
(London: University of London Press. 1967). p.99 
43. J.D. Nisbet and N.J. Entwistle. op.cit. p. 30 
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time-consUEJing in the midst of a host of other duties. Ironically, 
it is only the pupils, ( \vho are most frequently the subject of 
educational research), who have little or no right of veto. Once 
permission has been obtained from the persons listed above, then 
pupil participation is virtually guaranteed. 
Not vi thsteJlding the major problems vihich confront the 
educational researcher who vii shes to gather data from vii thin schools, 
it is fundainental to sampling theory that samples must be free from 
bias. Samples must be selected in such a way that the "obtained 
measure" (the results from the sample) does not differ significantly 
from the corresponding 11 true measure" (the result vlhich viould be 
obtained if it .\vere possible to survey the whole population from 
1.-rhich the sample has been drawn). 
It is thus necessary for the sample to be representative, 
that is to say, to have exa.ctly (or as nearly as possible exactly) 
the same characteristics as the whole population, for then the 
results may, \vi thin certain limits, be validly generalized to the 
entire population. The first step in drawing up a sample is thus to 
construct a "sampling frame" listing all the members of the 
population about whom generalisations will be made. Given that the 
ideal design can never be fulfilled, the analyst must still, as 
Berelson(44) has stated: 11 ••• consider ways to enhance the quality 
of his inferences11 , despite the problems arising from generalizing 
from a knovrn sample to an unknown population. Finally, on the point 
of the representativeness of the sample, it is clearly essential 
for the sample to be taken on the basis of some characteristic that 
is of major relevance to the research in progress. 
A fm·ther important issue is that of the size of the 
sample. vlhilst it is true that slight differences \vill always occur 
by chance betvreen the sample and the population, the smaller the 
sample is, the more likely is it that different results \vill occur. 
Thus statistical tests te.ke sample size into account. HO\•ever, it 
is wasteful of time and resources, once the results have reached the 
required level of statistical significance, for them to go too far 
beyond this level when they could have been equally well obtained 
from a smaller sample. As an indication, Nisbet and Ent\dstle point 
out that in the case of a correlational study, a sample of less 
44. B. Berelson. op.cit. p. 195 
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than 100 means that the coefficient obtained is not dependable even 
to first place of decimals. The first place is more dependable if 
the sample is increased to 200. 
Thus the problem of hm-.r many units are necessary in the 
sample clearly depends upon the degree of refinement required in the 
results. As Berelson( 45) has remarked: 
"The necessary sample size rna.y vary depending upon the 
kinds of questions being asked of the data, the degree 
of precision \"lith 1-.rhich they must be ans\"Jered, and the 
nature of the data." 
As has already been suggested above, sampling always 
introduces an element of uncertainty or sampling error into the 
results. In other words, variations vlill exist bet\.1een samples drawn 
from the same universe of data. Berelson has suggested that sampling 
error may be reduced by increasing the size of the sample or by 
using better instruments of measurement, for instance, more 
precisely-defined categories. The major point is, however, that 
provided the sample is selected randomly, then the resulting errors 
1-1ill also be random in nature. In the long run, these deviations 
from the "true 11 result 1.<rill cancel each other out. Certainly it 
may be said that the larger the sa.mple, the more certain can the 
researcher be that this cancelling-out process is in fact operating. 
As Berelson(46) comments: 
"The much more serious threat to validity is bias, or 
systematic (fixed) error, in the sampling design. 
Systematic error means that scores are consistently 
biased in one direction, and instead of scores cancelling 
each other out to produce a good representation of the 
universe from which the sample was drawn (as would be the 
case in a random sample 1.<rhich yields chance errors acting 
in different directions) ••• they accumula.te in the 
direction of the bias ••• the larger the sample, the 
greater the error." 
Berelson( 47) concludes on this point: 
" ••• it is impossible to identify a single sampling 
procedure for all content analysis research. Sampling 
decisions will vary according to the type of documents 
and the analyst's purpose." 
Together vdth the issue of sample size, the researcher 
must also make decisions about the method of sampling VJhich he 
45. Ibid. p. 132 
46. Ibid. p. 133 
47. Ibid. p. 132 
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intends to use. As has been stated, ideally the sample must be a 
random one. However, the problems of obtaining such an unbiased 
sample in educational research have also been stressed above. 
Berelson( 48 ) states: 
"In educational research, a random sample is often an 
inconvenient group." 
Whilst Lewis( 49) has added: 
"In practice, it is sometimes difficult to secure random 
samples. When the population has not been listed - and 
the labour involved in compiling a list would be 
prohibitive - we can seldom be sure that any sample 
selected is random. 
Whilst admitting the difficulties involved in obtaining 
such a sample, Lewis(50) goes on to suggest the use of stratified 
sampling in educational research: 
"This is possible when the population is composed of 
various sub-groups or strata. A representative Sample 
could then be expected by selecting (at random if 
possible) from each sub-group numbers proportional to 
the sub-group sizes in the population." 
Nisbet and Entwistle(51) support this view, and 
recommend in addition the combination of stratified sampling and the 
multi-stage sampling technique mentioned on the first page of this 
section: 
"It is often important to use a stratified sample in 
conjunction with multi-stage sampling. Samples of 
education areas, types of schools and varieties of 
classes may all have to be chosen with different 
sampling ratios to ensure adequate representation 
in the over-all sample." 
It is obviously of the utmost importance that each 
stratum isolated must contain a reasonable number of units chosen 
to provide results that are meaningful statistically; otherwise, 
precision in results will be lost. The strata must also be selected 
on the basis of controls (e.g. age, sex, stream) that are clearly 
relevant to the study in progress. 
48. Ibid, p. 28 
49. D.G. Lewis, op.cit. PP• 98-99 
50. Ibid. 
51. J.D. Nisbet and N.J. Entwistle, op.cit. P• 29 
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Lewis has stated that measures obtained from stratified 
samples fluctuate less from sample to sample than measures from 
purely random samples precisely because of the controls involved 
in selecting the sample. Thus the population is divided into 
heterogeneous groups to gain a more accurate reflection of group 
views. Each stratum is sampled in proportion to the size of that 
stratum in the population as a whole. Thus the sampling ratio may 
be adjusted from stratum to stratum so that a larger ratio may be 
obtained from one stratum than from another. In this way the 
correct proportional representation of small groups in the final 
sample is assured. Adjustments may then be made in the final 
results for differing representation by differential weighting. In 
support of stratified random sampling, Ilersic ( 52 ) has stated that 
such a sample is: 
" ••• more representative of the 
other sample of that size." 
population than any 
He concludes that:( 53) 
"The object of sample design ••• is to maxl.mJ.se the degree 
of accuracy or precision in the sample results. For any 
given outlay ••• a stratified sample will give a greater 
degree of precision than a simple random sample ••• the 
gains in precision from prior stratification of the 
population are considerable •••• " (16) 
Finally, it is important to point out that the sample 
may be stratified according to qualitative as well as quantitative 
variables, if the stratum of the population thus isolated is deemed 
by the researcher to be important. Berelson has suggested that 
where some doubt exists regarding the importance of strata, the 
pooled judgement of experts should be used to avoid the criticism 
that strata selection was purely axbitrary. 
The final sampling problem to be considered is that of 
non-response; clearly a small sample with a high rate of response is 
of more use to the researcher than a large sample with a low 
' 
response-rate. The main worry is whether the non-responders comprise 
in themselves a se:p:~Yrate group in the terms of the study. If the 
characteristics of the non-respondents are known, then the obtained 
52. A.R. Ilersic. op.cit. p.254. 
53. Ibid. pp. 265-266. 
213 
results may be weighted in order to take account of the under-
respresentation of the certain grou~ in question. Problems in 
ascertaining these characteristics arise in research that is carried 
out using school pupils hm·lever. In the case of this piece of 
research, it proved to be impossible from a good-\·J'ill point of vie1·1 
to request teachers to set the essays to pupils who had been absent 
on the occasion \vhen their whole class vrrote the essays. This \•TOuld 
have involved one or two children in every class missing further 
class-work, (in addition to that missed in their previous absence), 
and would have thrust onto teaching staff the administrative 
problems of setting and collecting the essays, and forwarding the 
odd copies to the researcher. Absences were recorded, hoHever, and 
overall the absentee figure was 10%, although the level varied 
greatly according to the age of the pupils concerned. 
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The Pupil Essay Sample. 
(Part II- The Sample Selected and The Administration of the Essays). 
It is importa.nt to bear in mind the purpose of the 
essays which the pupils vrrote. As well a.s providing in themselves 
an insight into children's vie1<1S on the tvm topics in question, 
they were also intended,-(and this was their main purpose), to 
provide a universe of statements about "the characteristics of a 
good teacher 11 and "the purpose of school" which would be used in 
the construction of a questionnaire for distribution both to 
student-teachers and also to a further sample of pupils. 
The size of the pupil sample from \vhich essays ·\tlere to 
be drawn was in part determined by the Regional Authority concerned, 
Hhich gave the researcher permission to approach tvro further· 
secondary schools(co-educational comprehensives) in addition to 
the one in which the researcher himself Has teaching •. Ul three 
schools were situated in the central industrial belt of Scotla.nd, 
and had betVTeen 880 and 1070 pupils on the roll. The Headteachers 
of the three schools vrere approached, and all agreed to the 
research taking place within their school. 
The sample was stratified in order to obtain a selection 
of statements on the two topics that vras representative, to a.s 
great an extent as possible, of the complete cross-section of 
comprehensive school pupils. A few explana.tory comments are 
necessary here on the subject of the organization of Scottish 
secondary education in general, and on the internal organization 
of the three schools concerned here. 
Scottish school children transfer to seconda.ry education 
at the age of hrelve; in other \vords, one year later than is the 
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case in England and ltlales. It is usual for the first two years of 
secondary education to be organized for all subjects on a mixed-
ability basis. Occasionally, hovrever, :pupils are 11 setted11 for 
French and/or Maths. After the age of 14, (i.e., in their third 
year at secondary school), pupils are setted for the 11 core 11 
subjects of the curriculum, such as English and Maths, vrhilst the 
other subjects on their timetable are "options 11 , chosen by the 
pupil. However, since the essays that concern this research vTere 
\vri tten in English lessons, as has already been stated, it is 
important to note that whilst first and second year classes were 
unstreamed, those of third and fourth year were streamed by 
ability at English. Fifth year pupils are those who have stayed at 
school voluntarily after the statutory leaving age, and who are 
preparing either to sit their "Higher" exams (University entrance 
qualifications) or to resit the 11 0 11 grade exams, or a combination 
of the two. Pupils in a large department such as the English 
Department are "setted 11 in the fifth year, but it should be 
realised that all the pupils are in any case of higher than average 
academic standard. 
The three schools were situated in separate small 
industrial towns which were based originally on the coal and iron 
industries. One was a purpose-built comprehensive school, one vTas 
a former "Academy" (the Scottish equivalent of an English grammar 
school) and one had been upgraded to an all-through comprehensive 
school from a former junior-secondary school,(secondary modern). 
None of the schools \vere considered by local teachers to be either 
especially difficult or especially "easy" in which to teach. 
However, the school in which the researcher taught (hereafter called 
"School One") was 11 d.esignated" as being in a. social priority area, 
and staff v1ere for this reason paid several hundred pounds per 
annum extra. In short, there is no reason to suggest that the 
results obtained from these 3 schools were in any way untypical of 
results that would have been obtained from any of the Region's 
secondary schools. 
Over 60% of pupils in all three schools lived in Council 
houses, according to data supplied by the Head teacher of each school. 
(This figure is ~airly typical for Scotland). In the one school 
which allowed the researcher access to pupil's records, the mean 
ranking of pupils' father's occupation according to the Registrar 
General's classification '"as 3.3 (107 pupils).(Pupils' I.Q,., scores 
as rneusured by the r1oray Rouse Verbal Reasoning Test on entry into 
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the school were also obtained for these pupils). 
All three schools -vrere eight-form entry, and each year 
of each school, from first to fourth year inclusive, conte.ined 
between 200 and 250 pupils. In the fifth year, this figure dropped 
in all three schools to between 60-80 pupils. The stratification of 
the first two stages of the sample was based necessarily on·exped-
iency; the Region was selected because it was the one in which the 
researcher himself -vmrked; the schools Here selected because of the 
wishes of the Director of Education for the Region. It was only in 
the third stage of the sample, dealing with the selection of the 
pupils within the three schools -vrho were to -vrri te the essays, that 
any choice was available. This stage of the sample -vras stratified 
in the following way: (Sampling ratio= i). 
In each school, Heads of English were asked to arrange 
for the administration of both essays to the following classes, (all 
of which contained a mixture of boys and girls). 
a) t-vro ( unstreamed) first-year classes. 
b) two (unstreamed) second-year classes. 
c) one certificate (i.e., 11 academic 11 class expected to sit "O" 
grade exams) and one non-certificate third-year class. 
d) one certificate and one non-certificate fourth-year class. 
e) one fifth-year class. (It was felt that if fifth-year pupils 
were to be included at all, then the smallest unit would have 
to be one class). 
However, although this ratio appears to over-represent 
fifth-year pupils, it may be seen from the tables on p.218 that the 
fifth-year classes were substantially smaller than classes in years 
1-4, with the result that fifth-year pupils were in fact represented 
correctly, based on their ratio in the population as a -vrhole. The 27 
classes thus selected were expected to contain approximately 700 
pupils, before absentees were deducted, and it was felt that this 
size of sample >vould provide a sufficient number of essays to yield· 
a representative selection of statements on the two topics. 
The classes were chosen randomly by the researcher from 
lists of classes provided by Heads of Department. None·of the 
teachers of the classes concerned objected to administering the 
essays. 
Unfortunately however, School Two, -vrhich vras the least 
co-operative of the three schools used in the research, did not 
administer the essays to any second-year classes at all, and to one 
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instead of two fourth-year classes. Second-year classes -v1ere 
involved iri exeminations at the time when the essays were being 
given to the rest of the school, whilst the omission of the non-
certificate fourth-year class appeared to be an oversight. The 
Headmaster of the school did not wish the three groups concerned to 
complete the task at a later date after all the other completed 
essays had been uplifted, and so the sample was regretably 
incomplete. The final sample obtained was made up as follows: 
1 • School 
II 
II 
1 
2 
3 
237 
1 31 
190 
pupils 
II 
II 
( 4252 of 
( 23% II 
(34% 11 
samplel 
II 
II 
2. 
3· 
4· 
Boys 
Girls 
1st year 
2nd !I 
3rd II 
4th II 
5th II 
pupils 
II 
II 
II 
II 
Unstreamed pupils 
Certificate streamed rr 
Non- II II II 
5th year II 
558 
264 
294 
~47% II II 
53% II II 
158 ( 28% II II 
109 ( 20% II 11 
131 (23% II II 
109 ( 20% II II 
51 ( 9 >: II II 
267 (48% II II 
147 (26;~ II II 
93 (171: II II 
51 ( 90~ II II I·' 
The under-representation of School Two in the sample is 
due, as has been explained, to the fact that three classes in this 
school did not -vrri te the essays at all. Had these classes been 
inqluded in the sample, then the total number of pupils from School 
Two "rould have been approximately the same as for School 3, since 
both schools enjoyed smaller class sizes than School 1. 
In section two, the majority of girls may be explained 
by the higher absentee rate for boys in all three schools, whilst 
in section three, the small number of second-year pupils is due 
to the incomplete sample, (otherwise the first and second-year 
groups could have been expected to have been approximately equal 
in size). The high absentee rate amongst third and fourth-year 
non-certificate pupils, coupled with the fact that one fourth-year 
non-certificate class did not \orri te the essays, also accounts for 
the smaller size of the third-year, fourth-year and-non-certificate 
groups. (The problem of following-up absentees .in this part of the 
~ 
) 
) 
~ ) 
) 
) 
~ 
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research has been previously explained). 
In School One, the essays were written during the month 
of September 1975, and in Schools Two and Three, during the month 
of November in the same year. The essays were administered by the 
usual class teacher during normal English lessons. The researcher's 
instructions to teachers were standard, and a copy is included 
below. 
An attempt was made in the instructions to stress the 
practical uses of the research in the field of teacher-training. 
However, because of the attitudes of Headmasters, Heads of English 
and of individual class teachers, it proved to be impossible to 
control whether or not pupils wrote the essays anonymously, as had 
been suggested to the schools. 
Overall, the essays varied in length from two sides 
(academic senior pupils) to a few lines (low-ability junior and 
senior pupils). A criticism could thus be levelled that the views 
of senior academic pupils are over-represented in the results of 
the essay analysis. 
However, these pupils were not over-represented in the 
actual sample; less than one quarter of the pupil sample in each 
school came into the category of "senior academic"; (4th or 5th 
year certificate classes). In addition, since care was taken to 
include the statements made most often by all the sub-groups of 
the sample in the questionnaire, this point has no major 
consequences for the research. Given the use of the essay technique, 
which has been justified else111here, it is difficult to see hovJ 
abler pupils could have been prevented from vTri ting more than the 
less able. Directions for the administering of the essays v1ere 
as follows: 
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(To Individual Class Teachers Administering the Essays). 
Instructions and Explanations for Teachers. 
There are two short essays to be written by each class; 
please allow pupils a separate period to write each of the two 
essays. The essay titles are as follows: 
1) ("vlhat I think School is For") 
2) ("My Idea of A Good Teacher") 
Good Teacher". 
"The Purpose of School" 
"The Characteristics of a 
With reference to essay two, teachers should of course emphasise 
that remarks about individual teachers are strictly forbidden. 
For the.purpose of the research, pupils' names are 
irrelevant, and pupils are likely to be more candid if they are 
all0wed to write anonymously, if the school is agreeable to this. 
Please ensure that pupils indicate their sex on the essay, and it 
would also be very helpful if teachers could mark on the paper 
enclosiNg a class set of essays the year of the pupils and their 
stream or set, if any. 
Teachers could, if they \<rished, briefly discuss with 
their class before the essays are written the type of points which 
the children could make. (Please encourage pupils to treat the task 
as seriously as possible). For example, in the case of essay one, 
children might consider that the school exists primarily to provide 
them with exam passes, or to train them for a specific job. 
Alternatively they might believe that school should teach them to be 
independent, develop their personalities, prepare them for bringing 
up a family etc. Possibly they think that school serves purely as 
a meeting place where friends can be made, and. so on. 
For essay two, a child. might feel that the most important 
characteristic of his/her ideal teacher v10uld be a vlillingness to 
run extra-curricular activities. Firm discipline, impartiality and 
a willingness to answer questions in the class are other possible 
points. (It is emphasised that in no sense are these the "required" 
answers; they might however serve as examples for pupils who are 
uncertain exactly what is expected of them). 
Points made in the essays by a large number of pupils 
from this school, together with those points which occur frequently 
in essays written by children in other schools in the Region, will 
provide the material for questionnaires on the s.ame topics as the 
two essays, which will be distributed later to a further sample of 
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pupils. 
Student-teachers who are about to finish their year of 
post-graduate secondary training will be given the same question-
naire, which will deal vli th both the essay topics. (Pupils should 
be told. that the essays are intended for someone outside the school 
who is writing a book about pupils' opinions). 
The hypothesis being tested is that student-teachers 
will share the same opinions as pupils on "The Characteristics of 
a Good Teacher" and "The Purpose of School". It is thought in fact 
that the students may over-emphasise the importance of the teacher's 
personality as far as pupils are concerned, and also put too much 
stress on the need for friendly relations with their classes. If 
this theory is correct, then it is possible that a great many of the 
beginning teacher's problems may be attributed to their inaccurate 
perception of pupils' expectations, and it could be construed that 
at present teacher-training does not adequately prepare student-
teachers for classroom reality. It is surely imperative that either 
by means of more teaching-practice or a different kind of tuition, 
student-teachers should be made fully aware of the requirements and 
expectations that children have for teachers' classroom behaviour. 
This research is being undertaken at the University of 
Durham by a teacher who for 2~ years (until this October) was a 
member of the English Department at School, 
and who will be returning to teaching next Autumn. 
Thank you for your help. 
M. Everett. 
2?1 
CHAPI'ER 5. 
THE CONTENT ANALYSIS of THE ESSAYS. 
The Nature of Content Analysis 
Unitizing Statements 
The Construction of the Category Systems. 
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The Nature of Content Analysis. 
After the essays had been collected from the schools, 
it was necessary for the purpose of analysis (called "content 
analysis") to devise a category system which could be applied to 
the "Purpose of School" essays, and a second system applicable to 
the "Good Teacher" essays. This was to be done in order that a 
frequency count of the incidence of different statements on the two 
subjects could be made. It was intended that the statements made 
most frequently by the various groups of pupils within the sample 
would be used in the ~0nstruction of the questionnaire, as has 
~lready been described. Lasswell( 1 ) has stated that content 
analysis provides: 
" ••• a precise means of describing the contents of any 
sort of communication ••• classifying the signs occuring 
in a communication into a set of appropriate categories." 
The term "content analysis" thus refers to:( 2) 
" ••• any technique for the classification of the sign-
vehicles which relies solely upon the judgements ••• of 
an analyst or group of analysts as to which sign-vehicles 
fall into which categories, on the basis of explicitly-
formulated rules, provided that the analyst's judgements 
are regarded as the reports of a scientific observer." 
It is important to note that, in addition to possessing 
these broadly-defined characteristics, content analysis is, as 
:Berelson(3) has stated, quantitive, objective and systematic. It 
is quantitative since it indicates the frequency of occurence of 
semantic characteristics and assigns numerical value to these 
frequencies, enabling comparison of their various appearances and 
omissions. 
This quantitative classification of content is based on 
the objective jud.gement of coders who allocate content units into 
categories on the basis of explicitly-formulated rules, (as Lass-
well (4) has already suggested), which are precisely defined by the 
analyst, so that they may be applied by different coders. 
The coders must, in addition, operate systematically so 
1. H.D. Lasswell and N. Leites, et.al. Language of Politics. 
(New York: G.W. Stewart, 1949) p.55. 
2. Ibid, p.55. 
3. B. :Berelson, op.cit. 
4. H.D. Lasswell and N. Leites, op.cit., p.55. 
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that all of a given aJnount of content is analysed in terms of all 
the categories available. Thus the category system used is of 
paramount importance to any content analysis. As Holsti(5) has 
remarked: 
" ••• a content analysis cannot be better than its 
categories." 
The development of the two category systems used in this research 
is described in detail later in this chapter. 
The history of content analysis as a scientific instru-
ment begins in the early 20th century, although similar techniques 
have been recorded sporadically in the literature since 1740. It 
is only since 1950, however, that content analysis has been 
extensively used as a scientific measuring-tool in sociological, 
historical and political research studies. It has been used most 
frequently to:( 6 ) 
" ••• describe the attributes of messages without 
reference to either the intentions ••• of the sender or 
effect of the message •••• " 
Thus, the technique has been of use mainly in research problems:(?) 
" ••• in which the question can be answered directly from 
a description of the attributes of content ••• the content 
data serve as a direct answer to the research question. 
" 
The frequency with which certain characteristics are referred to is 
termed. "attributions analysis," whilst the frequency with which 
certain objects are classified in a certain way is ascertained by 
"assertions analysis." ( 8 ) Both attributions analysis and asser-
tions analysis are subsumed under the general heading of "semantic 
content analysis." 
5. 
6. 
7. 
8. 
9· 
Studies such as those described above clearly present~9) 
" ••• the fewest problems of inference because validity 
does not require com~arison with data outside those 
under analysis; ••• " 
O.R. Holsti, op.cit. P• 48 
Ibid. p. 27 
Ibid. P• 43 
H.D. Lasswell and N. Leites, et al., op.cit. p. 56 
0 .R. Holsti, op.cit. p. 67 
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For this reason content analysis studies have frequently been 
carried out during research into the content of the mass media, a 
use to which the technique was :out by Lassvrell and his as:3ocia.te~ 10 ) 
in their analysis of newspaper propaganda. during Horld 1:!a.r II. 
Increasingly too, as Holsti( 11 ) has indicated: 
" ••• content ane.lysis has ••• been a.p:_:>lied to ••• data 
produced by subjects at the behest of the investigator." 
(as it was in this study). 
As the development of content analysis as a scientific 
research tool has progressed, hm·rever, it has been increasingly 
argued that if meaning·ful conclusions are to be dravm from such 
research, then data obtained from the analysis must be compared to 
other data, and this type of research design is now more com~on 
than those involving a simple description of content. Thus, although 
the present study may be broadly considered to be based upon 
"attributions analysis", in addition, data concerning the content 
of pupils' essays is related to such pupil characteristics as age 
and school "stream". In addition, a situational factor vras intro-
duced vlherever possible, so that, as has already been discussed, 
(see page ·197 ) , essays were ivri tten anonymously by some pupils. By 
comparing the content of essays which 1-rere written anonymously to 
those which were signed, it is possible to hypothesise about the 
effect of changed circumstances upon the characterfstics of the 
communication. Unfortunately hov1ever, it was impossible to obtain 
both signed and anonymously-written essays from single pupils, so 
that conclusions dravlll from the comparisons cannot be as precise as 
would have been wished. 
Comparisons such as those outlined above thus allow 
hypotheses about the causes of the communication to be made. As 
Holsti( 12 )has commented: 
"Hypotheses ••• may be tested by comparing the messages 
produced by two or more different sources. Usually the 
purpose is to relate theoretically significant attributes 
of communicators to differences in the messa.ges they 
produce." 
Such hypotheses usually take the form of "persons Hith attributes 
10. H.D. LassHell and N. Leites, et al., op.cit. 
11. O.R. Holsti, ·op.cit. p. 23 
1 2. Ib5_d.. p. 30 
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X/Y produce messages of characteristic Z11 and are based on the 
assumption that such inferences about the relationships between the 
effect or intent of the content and the content itself are valid. 
Other assumptions are also made by the content ~~alyst. 
Firstly, as Berelson ( 13) has pointed out, the analyst implicitly 
assumes that the "meanings" which he ascribes to content units by 
placing them in certain categories correspond to the "meanings" 
intended by the communicator. Secondly, he assumes that: ( 14) 
" ••• words ••• represent accurately the author's inner 
feelings." 
Analysts who subscribe to this belief are termed by Holsti "Repre-
sentational Analysts," and despite the fact that "Instrumental 
Analysts" require independent evidence about content and circum-
stances to corroborate documents before inferences are made about 
the feelings of the writer, this second assumption is really basic 
to human existence. Generally speaking, unless there are serious 
grounds to believe otherwise, we assume in every-day discourse that 
a speaker means what he says, otherwise communication could be 
meaningless and would break down entirely. Exceptional circumstances 
obviously do arise when the communicator wishes to create a certain 
impression on his "audience" and therefore produces messages which 
do not reflect his true feelings, but which instead reflect those 
feelings that he wishes his audience to believe that he has. This 
problem as it relates to this research is discussed in the section 
concerning the validity of the content analysis, (see p.300) and 
was dealt with primarily by controlling the audience that was to 
read the essays, i.e., by assuring pupils that their essays were 
intended for the eyes of someone outwi th their school, as viaS. 
previously explained. 
The first problem is however more complex since as 
Berelson ( 15) has stated: 
"As soon as meanings are attached ••• the psychological 
predispositions of the reader become involved and to 
some degree they distort his comprehension of the 
13. B. Berelson, op.cit., p.19. 
1 4 • 0 • R • Ho l s t i , o p • cit . , p • 3 3 • 
15. B. Berelson, op.cit., p.19. 
'manifest content' • Thus there is no guarantee that 
the meanings in the 'manifest content' are the same 
as the meanings actually understood by the different 
readers or intended by the writer; ••• " 
This difficulty may best be overcome by using as coders persons 
who are expert in the particular field forming the subject of the 
communications. Three experienced teachers (including the 
researcher) were used as coders in this study, and the pooled 
judgements of such "experts 11 in the field provide a test of the 
validity of the analyst's own opinions regarding meaning. Such 
pooled judgements are vital in the construction of a category 
system, and are the basis of establishing the reliability of the 
coding operation, as will be explained in the next chapter. In 
addition, the pooled judgements of experts is essential in the 
"unitizing" procedure which precedes coding. 
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U~UTIZING. 
The first step in the coding of qualitative material 
is that of unitizin~ the data .• Berelson( 16 ) has commented that: 
" ••• the anal~st must designate the units to be 
coded ••• (the) recording ~it, the specific segment 
of content that is characterised by placing it in 
a given category." 
(The 'recording unit' has been defined by La.ssivell( 17) as: 
" ••• the range of text for ivhi ch ·the occurrence of 
a symbol is tabulated ivith the unit weight of 
one ••• "). 
This unitizing process is necessary because:( 18 ) 
"The coder must be able to reduce (a) sentence 
into its component themes before they may be 
placed in the proper categories." 
Unitizing has thus been defined by Bere lson ( 19) a.s: 
" ••• (the) process of reducing a grammatical 
unit into thematic units •••• " 
during which paragraphs and sentences are broken down into 
codeable thematic units. Guetzko,/ 20 ) has commented that: 
"The coding of qualitative data involves two 
operations, that of separating the qualitative 
material into .u...'1its, and that of establishing 
category-sets into which the unitized material 
may be classified. The fruitfulness of the 
transformation depends upon the ingenuity and 
insight with which the experimenter chooses his 
units and category-sets. The reliability of the 
coding depends upon the accuracy with ivhich the 
unitizing and subse~uent classifying are 
carried out." 
16. B. Berelson, op.cit. p. 116 
17. H.D. Lass\vell and N. Leites, et a.l., op.cit. p. 114 
18. B. Berelson, op.cit. p. 116 
19. Ibid. p. 117 
20. H. Guetzkovr, "Unitizing and Categorizing Problems in 
Coding Qualitative Data." . Journal of Clinica.l Psychology. 
Vol. 6, 1950. (pp. 47-58), p. 47 
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Here Guetzkow emphasises how crucial the unitizing stage is to 
the ultimate process of coding. The size of the unit must be 
appropriate to the hypothesis; (Lasswell( 21 ) has commented that: 
" ••• the choice of unit depends upon the problem under investig-
ation."), and also to the method of data-collection. These 
factors are themselves inter-related, as has already been discussed. 
In addition, the size of the units chosen must be appropriate to 
the category-set, or difficulties in coding will undoubtedly 
arise. For instance, if a unit is too large, then it may contain 
two sub-parts which would each fit in to different categories. 
The size of the recording unit also determines whether 
a statement which is repeated by the same respondent is recorded 
once or more than once. The context unit, defined by Berel~on( 22 ) 
as: 
" ••• the largest body of content that may be examined 
in characterizing a recording unit." 
is also important here. If the sentence has been selected as the 
unit of analysis, then a statement which is made twice within the 
sentence would be recorded once only. The analyst's opinions 
regarding the problem of whether the frequency with which a state-
ment is made reflects its importance to the respondent will 
probably affect his judgement on this matter. In the present study 
0 
the number of essays in which a theme was mentioned was recorded, 
but so too was the total number of times which the theme was 
mentioned. The second figure was inevitably larger than the first, 
since some pupils repeated the same statement during the course of 
their essay. (Holsti( 23) has stated that the assumption that the 
frequency of mention of any statement indicates its importance to a 
respondent is 11 usually accepted as an-unexamined article of faith." 
Holsti agrees, however, that frequency of mention at least provides 
evidence for the respondents• "focus of attention to issues").( 24 ) 
21. H.D. Lasswell and N. Leites, et al., op.cit. p. 115 
22. B. Berelson, op.cit. p. 138 
23. O.R. Holsti, op.cit. p. 104 
24. Ibid. p. 96 
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The basic problem that faces the investigator is thus 
the choice of the size of the recording unit. As Guetzkow( 25) has 
remarked: 
" ••• a given length of material may be broken into 
units at different points. 11 
The same writer summarizes the issue thus:( 26 ) 
"The development of a set of categories into \>lhich 
the qualitative material may be classified is always 
accompanied, explicitly or im~licitly, by a 
decision as to the size of the unit into which the 
material shall be divided before it is categorized." 
The problem of selecting a unit of suitable size is 
compounded, as Selltiz( 27 ) has suggested, when unstructured 
answers, such as those of the essay type, are to be coded: 
" ••• the first problem is to arrive at decisions 
about which aspects of the material are to be 
categorized ••• when one is dealing with unstructured 
material, there are no ••• convenient 'natural' units." 
The unitizing process is even harder, if, as vras the case with 
this coding operation, the study is basically an exploratory one, 
since, as Selltiz( 28 ) has indicated: 
"At the time of data collection, the investigator 
does not know \vhich as~ects may turn out to be the 
most important." 
The basic "unit" may be said to be the single i·JOrd, but 
for all but the simplest hypotheses, this unit is clearly inadequate. 
Similarly, as Bereison( 29) has pointed out, grammatical units 
such as the sentence or paragraph: 
25. 
26. 
27 0 
28 0 
29. 
H. 
H. 
c. 
" ••• do not usually lend themselves to classification 
into a single category ••• and are therefore rarely ••• 
used as recording units. 
Guetzkow, op.cit. p. 50 
Guetzkow, op.cit. pp. 47-48 
Selltiz, M. Jahoda, et al., op.cit. PP• 399-401 
Ibid. P• 399 
B. Berelson, op.cit. p. 117 
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Far more useful is the statement, (defined by Lasswell (30) as: 
" ••• the smallest intelligble sequence of symbols; 
several statements may be found in one sentence." 
And by Edwards (31 ) as: 
" ••• anything that is said about a psychological 
object •••• statements may be obtained by asking 
individuals to write short descriptions of their 
feelings about the psychological object.") 
or theme, which conveys information to the reader about the 
writer's attitudes and beliefs; as Berelson (32) has remarked: 
"For many purposes, the theme, a single assertion 
about some subject, is the most useful unit of 
content analysis. It is almost indis-pensible in 
research on ••• attitudes, beliefs and the like. A 
major draw-back is that coding themes is usually 
time-consuming. Another difficulty is that its 
boundaries are not as easily identified as those 
of the word, paragraph or item." 
The major problem of choosing the statement or theme 
as the unit of analysis hm·rever, is that problems of interpretation 
inevitably arise for the coder, since similar beliefs may be 
expressed in many different ways. Indeed, it seems reasonable to 
suggest that the number of possible meanings of an individual 
statement increases with the number of words employed in making it. 
As Berelson (33) has commented: 
30. 
31. 
32. 
33· 
H.D. 
A.L. 
"The theme is among the most useful units of 
content analysis ••• because it takes the form 
in which issues and attitudes are usually 
discussed. But it is at the same time among 
the most difficult units of analysis, especially 
if it is at all complicated •••• Communication on 
almost any topic is extremely varied, and the 
decision as to when a particular wording should 
Lasswell, N. Leites et al., op.cit. p. 115 
Edwards, op.cit. p. 10 
B. Berelson, op.cit. p. 116 
B. Berelson, op.cit. p. 139 
be coded as an occurence of a general theme is not 
easy to make. Explicit instruction and full 
illustration help to improve reliability, but they 
do not guarantee it.li 
Holsti (34) has expanded this point: 
"Thematic analysis presents the most serious problem 
because the theme is not a 'natural' unit for which 
physical guides exist. Many sentences contain more 
than one theme, and identifying proper boundaries 
between them is a judgemental process for which it 
may be difficult to formulate rules that cover every 
type of theme that may occur in the text." 
Despite these problems, however, the theme was the unit of analysis 
selected for the coding operation. This was the case because 
firstly as Berelson has remarked, it is the form in which opinions 
and beliefs are usually expressed. Secondly, since the purpose of 
the analysis of the essays was, as has already been explained, to 
obtain a universe of statements on "The Purpose of School" and 11 The 
Characteristics of A Good Te::wher," it appeared to be sensible and 
practical that the coding operation should divide the children's 
essays into their component statements or themes, despite the fact 
that the coding operation was, as Berelson has suggested, extremely 
laborious. The major problems cited by Berelson, of the difficulty 
in defining boundaries between themes, and in interpretating the 
possible meanings of the themes themselves, were overcome as much 
as possible by the use of experienced teachers as coders, (as has 
already been discussed), who were familiar with the language 
employed by school children, and with the features of school with 
which their essays dealt. 
Because of the problem of accurately defining the 
boundaries of statements, it is clear that two coders who are given 
the task of unitizing the same essay, (that is of dividing the essay 
into its component satements which may then be coded), may not 
arrive at the identical number of units. Even if they do, it is 
probable that they will disagree over the boundaries of the units, 
as has been suggested above. This problem can be overcome by the 
analyst presenting his coders with essays which have already been 
unitized. The statements to be coded are clearly marked by the 
34. O.R. Holsti, op.cit. p. 136 
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analyst. In support of this practice, Lasswell(35) reports an 
experiment which he conducted involving the coding of newspaper 
headlines in vlhich: 
"The analysts v;ere not required to determine which 
symbols were to be classified.; these were specified 
for each headline beforehand." 
However, before the analyst may unitize his material on 
behalf of the coders, the reliability of his method of unitizing 
must be proven. The standard test of reliability of QDitizing is 
that devised by Guetzkow: (36) 
"\fuen two coders unitize a given bulk of material, 
comparison of the number of units obtained by each 
may be made ••• it serves as a practical approximation 
to the amount of error present •••• Comparison of the 
number of units obtained by the two coders constitutes 
a basis for evaluating the reliability of the unitizing." 
The formula given by Guetzkow is thus: 
+ 
Where 01 is the number of units recorded by Coder 1. 
and 02 is the number of units recorded by Coder 2. 
The obvious drawback of this method. of calculating the 
reliability of unitizing is, however, ignored by Guetzkow •. In fact 
more detailed information than the simple number of units obtained 
by each coder is required for a true estimation of reliability, 
since by using Guetzkow's formula there is no guarantee that a 
"reliability" figure of 1 OO% actually means that coders agreed 1 OO% 
on the boundaries of units, or even on what word-groups actually 
constitute a unit. It merely indicates that, somewhere in the essay, 
they found the same number of units. To take an extreme case a.s an 
example, it is theoretically possible for coder A to have divided 
an essay into 30 units, a.nd for coder B to have found the identical 
number of units in the same essay, yet for the boundaries of these 
units to be completely different. In this case the true reliability 
would actually be zero, whilst Guetzkow's formula would give a 
result of 100% reliability. 
35. H.D. Lasswell, N. Leites et al., op.cit. p. 97 
36. H. Guetzkow, op.cit. pp. 54-55 
233 
It vlas eventually decided to effect a direct comparison 
by means of an item analysis between the exact units arrived at by 
the analyst when unitizing a batch of essays, and those arrived at 
by Coder One (who was also an experienced school teacher) when 
unitizing the same essays. The method used was as follows: a batch 
of thirty essays on both of the topics under consideration was 
selected, ensuring that all the strata of the pupil sample were 
represented. (In fact, essays of the more 'academic' pupils 
predominated, since these essays tended to be longer and more 
complex in mode of expression, and were thus considered to provide 
a better test of the reliability of the unitizing operation). 
Two photocopied sets of all the essays were made, (in 
order to avoid marking the originals), one for the use of the 
analyst, and one set for the use of Coder One. Detailed discussion 
bet-vreen the analyst and Coder One about Berelson 1 s ( 37) definition 
of a "theme 11 , (described earlier: " ••• as single assertion about 
some subject 1'),preceded the unitizing experiment; in addition a 
batch of "trial" essays was unitized jointly in order that unit-
izing decisions could. be discussed in detail as they occured. 
The analyst and Coder One then separately proceeded to 
unitize the two sets of thirty essays, using as a basis Berelson's 
definition. Thus the sentence: "A good teacher is fair and can 
control the class," contains two "themes" or statements about a 
good teacher. However, some included particularized grumbles about 
the individual's own school, and remarks that strayed from the 
subject. It was evident that many pupils used the essays to give 
unaccustomed sanctioned vent to their feelings concerning the way 
in which their own school \vas run, and about the 11 injustices" which 
they felt were perpetrated daily. One example will suffice: 
II 0 0 0 \>/hen YOU are at SChool, itS aS though YOU are in 
Colditz instead of ---- High School. For instance, 
there is the 'A' block. There are four sets of toilets, 
four for girls and also four for boys. During play-time 
and dinner-time you are not allowed in the 'A' block, 
and so you can't use these toilets then, and during the 
periods you are not allowed out to use these toilets, 
so vThat are they there for? 11 
(14 year-old girl, academic stream, 3rd year, in essay on "The 
Purpose of School"). 
It is obvious that although complaints like these may be 
37. B. Berelson, op.cit. p. 116 
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institutionally revealing in themselves, they have no bearing on 
the subject. 
The reliability of the unitizing operation was calcu-
lated not merely by comparing the number of units arrived at by the 
analyst and Coder One in each essay, but by an item analysis of the 
exact boundaries of each unit obtained. Only where these boundaries 
were identical thematically were the analyst and Coder One consider-
ed to be in agreement. The results of this analysis were as 
follows: 
Table 1 0 
:±HE IDHTIZING of 'l1HE "GOOD TEACHER" ESSAYS. 
NO. NO. 
ESSAY NO. ANALYST'S UNITS. CODER ONE'S UNITS. IDENTICAL. ERRORS. 
1 12 12 12 
2 9 9 9 
3 7 6 6 1 
4 7 7 6 2 
5 8 8 8 
6 11 11 9 4 
7 10 10 10 
8 14 14 14 
9 10 8 8 2 
10 11 11 11 
11 9 9 9 
12 12 13 12 
13 8 8 8 
14 9 9 9 
15 7 7 7 
16 1 5 15 14 2 
17 10 10 10 
18 17 17 15 4 
19 8 8 8 
20 9 9 9 
21 16 17 16 1 
22 5 5 5 
23 12 12 12 
24 6 7 6 
25 9 9 8 
26 12 12 12 
27 9 9 9 
28 8 8 8 
29 11 11 9 4 
30 8 8 8 
299 299 287 24 
It may be seen from the table above that in unitizing 
the 30 essays, the analyst identified 299 units in all. An identical 
number of units was found by Coder One. However this apparently 
total uniformity conceals the fact that only 287 of the Q~its which 
were identified by the analyst v1ere also identified by Coder One. 
Nor are these figures precise enough, since in the case of essays 
nos. 4 and 16, whilst the analyst and Coder One identified the 
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same number of units in each essay. Coder One did not identify one 
of the units found by the·analyst, and vice-versa.. Thus in both of 
these essays there are in fact two disagreements or errors in 
unitizing. 
Similarly, in essays nos. 6, 18 and 29, the analyst and 
Coder One again arrived at the identical number of units for each 
essay, but in each case Coder One failed to identify two of the 
analyst's units, and vice-versa. Thus there are four disagreements 
in each of these three essays. 
The reliability of the unitizing process can now be 
computed on a percentage basis by the formula: 
Where ~1 = 
N = 
2 
and E = 
Thus: 
= 
= 
( (N1 + N2) E 
1 (N1 + N2) 
the number of unitizing decisions 
analyst. 
the number of unitizing decisions 
Coder One. 
the total number of disagreements 
analyst and Coder One. 
(299 + 
ill 
598 
299 
95.98% 
299) 
+ 299 
X 100 
24 
) 
l X 100 
made by the 
made by 
between the 
X 100 
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Table 2. 
ESSAY NO. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
. 26 
27 
28 
29 
30 
THE UNITIZING of 'l1HE "PlJRPOSE of SCHOOL~' ESSAYS. 
ANALYST'S 
7 
4 
5 
2 
4 
3 
3 
9 
3 
6 
3 
5 
4 
4 
2 
9 
5 
9 
8 
3 
4 
3 
5 
4 
4 
6 
3 
5 
4 
6 
142 
UNITS. 
NO. 
..:::.C~OD~ER:;;::,:;_..::O~NEc:::_' :::..S _;ID:::;;·::.::H:..::T~S IDENTICAL 
7 6 
5 4 
5 5 
2 2 
4 4 
4 3 
3 3 
11 9 
3 3 
6 6 
4 3 
5 4 
3 3 
4 4 
2 2 
8 8 
5 5 
9 9 
8 6 
3 3 
5 4 
3 3 
4 4 
4 4 
3 3 
7 6 
3 3 
5 5 
4 4 
6 6 
145 134 
NO. 
ERRORS. 
2 
1 
2 
1 
2 
1 
1 
4 
1 
1 
1 
1 
19 
From the table above it may be seen that the analyst 
identified 142 statements in the 30 essays, whilst Coder One 
identified 145 units. 134 of the units identified by the analyst 
were found also by Coder One. In the case 'of essays nos. 1 and 12. 
there were two errors of unitizing in each essay, since in each 
case Coder One failed to identify one of the analyst's units, and 
vice-versa. In essay no. 19, there were four errors, since Coder 
One failed to identify two of the analyst's units, and vice-versa. 
Using the same formula, the reliability of unitizing for 
"The Purpose of School" essays may be computed as: 
( ( 142 + 145} 19 ) X 100 ( ) 
( 142 + 145 ) 
= 268 X 100 
287 
= 93.38% 
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On the basis of the percentage agreement between the 
analyst and Coder One it was decided that the unitizing process had 
been proven to be sufficiently reliable for the analyst to ~~itize 
beforehand the essays which were to be given to the coders for 
categorizing. 
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THE CONSTRUCTION of THE CATEGORY SYSTEMS. 
Funkhouser and Barker(38 ) have remarked that ca.tegorized 
data becomes conveniently " ••• amenable to tabulation, interpretation 
and statistical analysis. " A set of categories, they state:(39) 
" ••• is called a 'code' and the process of assigning 
item responses to the categories of a code is called 
'cod.ing' ." 
Holsti(40) has added that the coding operation permits: " ••• precise 
description of relevant content characteristics." However, the 
problem which most often confronts the researcher in projects 
involving content analysis is that before the coding of data can 
commence, he must himself devise a category system which both 
reflects his hypotheses and suits his data. Holsti(41 ) has outlined 
the problem: 
"In the absence of standard schemes of classification, 
the analyst is usually faced 'tli th the task of 
constructing appropriate categories by trial and error 
methods. This process consists of moving back and forth 
from theory to data, testing the usefulness of tentative 
categories, and then modifying them in the light of the 
data." 
Moser and Kalton(42) have commented on the extreme 
laboriousness of this process by means of which an entirely new 
coding frame is constructed specifically to suit the particular 
problem under investigation. The process is, they state, "very 
difficult." (43) However, by way of compensation for the analyst, 
Holsti(44) has remarked that: 
" ••• many of the most interesting content analyses will 
probably always depend on categories developed especially 
for the data at hand." 
The vital point to be borne in mind at this construction stage is 
38. G.R. Funkhouser· and E.B. Barker, "Analysing Coding Reliability. 
The Random - Systematic Error Coefficient." Public Opinion 
Quarterly. Vo. 23, 1968. (pp. 122-128). p. 122 
39. Ibid. 
40. O.R. Holsti, op.cit. p. 94 
41. Ibid. p. 104 
42. C.A. Moser and G. Kalton, op.cit. p. 416 
43· Ibid. 
44. O.R. Holsti, op.cit. p. 102 
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that all the categories of the system being designed "must be 
relevant to the purposes of the research."( 45) Holsti(46) has 
s tat ed that : 
" ••• decisions about methods of coding should be guided 
by the investigator's theory and hypotheses •••• " 
In addition, before the researcher may begin to draft his categories, 
he must be thoroughly conversant \oTith his data (in this case the 
essays \oTritten by school children). As Selltiz(47) has remarked: 
" ••• ideas for categorization should always come from 
two sources: an intimate acquaintance with the evidence 
in hand, and general knowledge and anticipatory analysis 
of the possible types of response, based on theoretical, 
logical and practical considerations." 
Both the researcher and Coder One had been familiarized 
fairly thoroughly with the responses of the pupils during the 
unitizing process previously described. In addition the analyst 
had spent many hours reading every essay in the sample over a 
period of several weeks. As has been suggested by both Oppenhei&48 ) 
and Berelson,(49)the analyst then studied ·in great detail a 
further representative batch of 50 essays on the two topics. (The 
essays were sampled on the basis of pupil age, sex and academic 
'stream'). These 100 essays constituted slightly less than 10% of 
the ~omplete sample. Berelson(50) has advocated this detailed study 
of a sample of the data: 
" ••• in order to discover and/or formulate appropriate 
categories for subsequent quantification." 
By utilizing the unitizing method described previously, 
the analyst divided the 100 essays into their component statements, 
and then listed every statement made. He then began to draft 
categories into which these statements could be fitted. (e.g. "A 
good teacher does not use corporal punishment." "The purpose of 
school is to teach us how our country is run and governed.") It was 
45. C. Selltiz, M. Jahoda et al., op.cit. p. 404 
46. O.R. Holsti, op.cit. p. 94 
47. C. Selltiz, M. Jahoda et al., op.cit. p. 398 
48. A.N. Oppenheim, op.cit. p. 229 
49. B. Berelson, op.cit. p. 115 
50. Ibid. 
discovered early in this process that numbers of the categories 
within both category-sets could be grouped together to form sub-
sections within the overall set. Thus, for example, one group of 
categories in the "Good Teacher" system referred to the teacher's 
discipline and methods of' punishment. Others referred to the 
teacher 1 s personality, and to his teaching methods. Noser and 
Kalton (51 ) have correctly observed that: 
" ••• gradually a pattern emerges, and on this 
the ••• coding frame is based." 
So it was from these initial lists of statements that the first two 
category sets were compiled. 
During the preliminary stages of the construction of the 
systems, the analyst vTOrked closely with Coder One. Batches of 20 
essays on each topic were photocopied for the coding trials, as they 
were for the unitizing trials,in order that their originals would 
remain unmarked for final coding. The draft category-sets were 
repeatedly tested on these sets of essays, and prolonged discussion 
of discrepancies between the coding of the analyst and that of 
Coder One led to frequent adjustment of indicators, and also to the 
creation of new categories, to enable finer distinctions to be made. 
As Selltiz (52 ) has observed: 
"To increase reliability of content analysis, there 
is no other way but patient experimentation with the 
refinement of definitions and careful training of 
the persons entrusted with their use in classifying 
the data.." 
Coding discrepancies between the analyst and Coder One were 
analysed by means of the technique of item analysis as discrepancies 
in the unitizing process had been previously. Every separate state-
ment or "item" to be coded was listed, and the results for each 
item were compared. Stempel (53) has stated in support of this 
technique that: 
"If coders are to learn from their mistakes, the 
51. C.A. Moser and G. Kalton, op.cit. p. 416 
52. C. Selltiz, M. Jahoda et al., op.cit. pp. 341 - 342 
53. G.H. Stem-pel, "Increasing Reliability in Content Analysis," Journalis~ ~uarterly, Vol. 32, 1955. (pp. 449-455), p. 455 
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maximum use must be made of material already coded. 
An i tern analysis is one way to do· this. It will show 
the coders vrhat their 'errors' have been. It will 
point out revisions that can be made in the coding 
procedures that \vill eliminate sources of error •••• 
Because item analysis offers a more detailed picture 
of coding errors, it may prove to be the key to the 
elimination of errors of reliability. 11 
Lasswell(54) has also stated that item analyses are: 
" ••• particularly suited for determining the reliability 
of nev1 and untested procedures of content analysis, 
and for evaluating the adequacy of coders' training •••• 
These indices make it possible to locate sources of 
error by revealing the categories between which it is 
most difficult for the analyst to distinguish." 
This 'refining' stage of the design of the tvlO category 
systems was both lengthy and arduous, but it was a vital stage in 
the project. As Berelson (55) has commented: 
"Content analysis stands or falls by its categories •••• 
Since the categories contain the substance of the 
investigation, a content analysis can be no better 
than its system of categories." 
The major difficulty in the construction of the two 
category systems was deciding upon explicit 'indicators' or rules, 
which would ·define the categories clearly for other coders, so that 
phrases having an equivalent meaning would be coded similarly. 
Berelson (56 ) has indicated that words can: 
" ••• take many different forms and still mean the 
same thing in terms of the categories under which 
they are subsumed. 11 
and although the problem of meaning vlill be discussed in detail in 
the section dealing with the validity of the content analysis 
technique, (see page '300) it is perhaps necessary to state once 
again that the use of three "experts" in the field (experienced 
school-teachers) as coders, (balanced by the use of a coder who had 
no connection with teaching, and v1ho it vlas felt \·TOuld add valuable 
objectivity and also act in a sense as a 'control' coder), made this 
5~.H.D. Lasswell, N. Leites et al., op.cit. p. 109 
55· B. Berelson, op.cit. p. 147 
56. Ibid.. p. 53 
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problem of indicator definition a much easier one than it would 
otherwise have been. School-teachers are likely to be familiar both 
with children's modes of expression and with the issues and ideas 
discussed in the essays, and thus be able to make subtler distinct-
ions of meanings than non-teachers would be. As M~ser and Kalton(57) 
have commented: 
" ••• coding is rarely a matter of automatically applying 
given rules. For all but the sirn~lest questions, there 
will be doubtful answers on which the coder has to 
exercise judgement." 
Whilst Berelson(5S) has remarked on the problem of: 
" ••• discovering, defining and redefining the indicators 
for major categories •••• Considerable ingenuity must be 
exercised in formulating the indicators so that they 
are appropriate both to the categories and to the 
content •••• Definition and redefinition ••• of the 
indicators (and) ••• also of the categories are often 
necessary." 
It is vital that the indicators both apply to the 
"immediate data" (59) and assist the coder in deciding for himself 
on the boundaries of individual categories. Obviously, the need for 
objectivity in the construction of the indicators is paramount, and 
objectivity was achieved firstly since the indicators that had been 
drafted by the analyst vrere tested by Coder One in the coding of 
batches of essays, (as has been explained), and v1ere modified after 
an i tern analysis had been made of the results. Secondly, as will be 
described later, the categories and indicators finally arrived at 
by the analyst and Coder One \vere further tested and modified by 
Coders Two and Three. This need for objectivity throughout the 
design stage has been expressed by Holsti:( 60) 
" ••• decisions are guided by an explicit set of rules 
(the indicators) that rninirnize ••• the possibility that 
the findings reflect the analyst's subjective predis-
positions rather than the content of the documents 
under analysis •••• One test of objectivity is; can other 
analysts following identical procedures with the same 
data arrive at similar conclusions?" 
Here Holsti points out that the major test of the 
57. C.A. Moser and G. Kalton, op.cit. p. 423 
58. B. Berelson, o-p.cit. p. 163 
59. C. Seil.ltiz, M. 'Jahoda et al., op.ci t. p. 405 
60. O.R. Holsti, op.cit. pp. 3-4 
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objectivity of a category system is the reliability of its appli-
ca.tion to a set of data by coders (other than the analyst) working 
ind.ependently from one another. The next section of the report 
describes in detail the reliability study which was conducted on 
both category systems before the final coding of the essays by the 
analyst commenced. Selltiz( 61 ) has commented that a. satisfactory 
level of reliability is linked to the explicitness of category 
indicators: 
"The primary method of increasing reliability of 
classification is to specify clearly the characteristics 
of statements that are to be placed in a given category, 
and to use many examples from the material being 
analysed to illustrate what kind of statements are to be 
considered as belonging in a. given category." 
The indicators for the categories of both draft systems 
were thus painstakingly developed by the analyst and Coder One. They 
were frequently ammended as a result of discussion arising out of 
difficulties in coding various statements, and in the course of this 
period of development, the "Good Teacher" category system was 
expanded in several stages from the original 45 categories ident-
ified by the analyst to 70, whilst the 11 Purpose of School" system 
grew from 36 original categories to 44. It was felt that although 
the greater number of ca.tegories might lead to the rather infrequent 
use of some, this situation would be preferable to one in which a 
reduced number of categories resulted in a loss of important infor-
mation and to a loss of fine distinctions. Berelson( 62 ) has pointed 
out that it is in fact counter-productive (if we really are 
concerned to know what the essays are about) to sacrifice richness 
of data and the sensitivity of the categories on the 'altar' of 
reliability: 
" ••• analysts should try to ma.ke their categories as 
sensitive to important and 'rich' problems as they can. 11 
In addition, Guetzkow( 63) has stated that provided that the fine 
distinctions made by an increased number of categories have a 
theoretical relevance to the hypotheses of the research, then the 
61. C. Selltiz, M. Ja.hoda et al., op.cit. p. 341 
62. B. Berelson, op.cit. p. 133 
63. H. GuetzkovT, op.cit. p. 49 
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combining of categories to reduce their numbers and to increase 
coding reliability is actually: 
" ••• much less satisfactory than it would appear, since 
the combining of categories which have been devised 
with no logical inter-relation leads to unnatural and 
unwieldy combinations for which proper definition is 
very difficult." 
In fact, the gradual expansion of the two category-sets, 
occuring as it did as the result of frequent coding trials, 
followed the pattern already outlined by Guetzkow ( 64) himself: 
11 
••• as it becomes apparent that reliable and meaningful 
distinctions can be made, the original category areas 
may be reworked, readjusting the scope of each category 
so that its borders are less fuzzy." 
By the end of the development process outlined above, 
the analyst and Coder One considered that the two category systems 
contained categories which met the following criteria. They were: 
(1) Mutually exclusive. (A unit must be capable of being 
placed in one category only). 
(2) Independent. (The classification of one unit must 
not affect the coding of any other unit). 
(3) Exhaustive. (All statements must be capable of 
classification, not merely those statements selected by 
the analyst). 
With regard to the exhaustiveness of any category-set, however, 
Holsti( 65) has pointed out that whilst an exhaustive list of 
indicators would lead to extremely high reliability of coding, 
since the coding operation would be reduced "from a judgemental 
task to a clerical one, 11 ( 66 ) such a list is in a practical sense, 
impossible, since once the unit of analysis increases in complexity 
beyond the individual word or symbol: 
64. Ibid. 
11 The analyst would find it virtually impossible to 
enumerate exhaustively all the words and combinations 
of words that might denote the presence of such concepts • 
••• A~ best we could try to define each of these concepts 
as precisely as possible by characterising its major 
properties; ••• The better the category definition, the 
65. O.R. Holsti, op.cit. p. 99 
66. Ibid. p. 136 
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more likely is it to conform to the requirements of 
exhaustiveness, but even the most carefully designed 
study is likely to fall short of completely satisfying 
this requirement." 
At this stage of the development of the systems, the 
analyst and Coder One conducted a reliability study using 20 essays 
on each topic which had not previously been coded by either the 
analyst or Coder One. Once again, photocopies of these essays were 
made for coding purposes. The essays were coded independently by 
the two coders, and an item analysis of the results was drawn up. 
The percentage agreement for both category systems was calculated, 
and for both systems reliability was found to be over 90%. As a 
result of this experiment, the category-sets \'/ere given for the 
first time to Coders Two and Three, \vho spent a week familiarizing 
themselves with the systems before they attempted to code any 
essays. In addition, Coders Two and Three were each given a batch 
of 30 photocopied, uncoded essays (15 on each topic), which had 
already been unitized by the analyst, in order that they could 
familiarize themselves with the data. Coder Tv1o was a.n experienced 
secondary-school teacher, but as has been mentioned already, Coder 
Three was a graduate \vi th no experience of, or connection with, 
teaching. (He was in fact a Librarian). 
Before Coders Two and Three attempted to carry out any 
coding, the analyst and, the three coders discussed every category 
in the two systems, paying special attention to the indicators for 
each. The thirty essays were then coded independently by the four 
persons concerned, and an item analysis of the results was compiled. 
Coding discrepancies were discussed in detail, bearing in mind that 
as Funkhouser and Barker( 67) have pointed out, errors due to faulty 
categories are scattered, whilst errors due to coders are systematic. 
The vast majority of errors were shown by the item analysis to be 
of the latter type, which could be erra.dicated by training and 
discussion. 
As a. consequence of discussion, however, four new cate-
gories were created in the "Good Teacher 11 system, whilst tvJO 
additional ·categories were formed in the "Purpose of School" system. 
It was felt by the four coders that the new categories enabled finer 
distinctions of meaning to be made in the areas concerned. For 
67. G.H. Funkhouser and E.B. Barker, op.cit. p. 123 
246 
instance, one category in the "Good Teacher" system referred to 
teachers who do not give a discourse for the whole lesson, but who 
allow pupils to participate by answering questions, discussing 
points raised, and so on. It was decided to split this category into 
two. One of the resultant categories referred, as before, to teachers 
who allow and encourage pupil participation in a lesson. The newly-
created category however, referred to teachers who endeavour to 
involve the whole class in a lesson; in other vTOrds those who 
attempt to ensure that every pupil in the class plays some part in 
the lesson. It was felt by the coders that the new category isolated 
a different aspect of teaching behaviour from the former, and thus 
constituted a valid addition to the category-set, since encouraging 
~ pupil participation in a lesson is not the same as making sure 
that no child is left out or is allowed to withdraw from such 
participation. 
These final adjustments to the systems have been 
discussed by Berelson:( 6B) 
11 
••• the close examination of the content at this stage 
may lead to the discovery of new categories for analysis 
and to the definition of their indicators. This is in 
the nature of a final check to insure the inclusion of 
all the ideas appropriate to the study. In some cases 
the indicator is discovered first in the content, and 
then the category is elaborated from it. 11 
In addition, Moser and Kalton( 69) have commented: 
"Before a frame is finalised, every opportunity should 
be given to coders to test it further on samples of 
replies so as to examine their coding differences and 
eliminate ambiguous or troublesome codes. 11 
After these amendments had been made to the two systems, 
a further 15 essays on each topic were coded independently by the 
analyst and the three coders. Repeated trials and discussions of 
results were considered essential, since as Holsti(70) has pointed 
out, the training of coders is essential if high reliability of 
68. B. Berelson, op.cit. p. 164 
69. C.A. Moser and G. Kalton, op.cit. p. 41] 
10. O.R. Holsti, op.cit. p. 135 
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coding is to be achieved: 
11Reliabili ty is a function of coders 1 skill, insight 
a,~d experience, clarity of c<:,tegories, and coding rules 
which guide their use; ••• training is usually necessary 
to ensure that coders are relying upon the same aspects 
of their experience in their decisions. Experimental 
studies have demonstrated that training prior to 
coding can significantly increase the level of inter-
coder agreement •••• Before the actual coding begins, the 
investigator may want to run experiments ••• tabulating 
the % 1 age of agreements behreen every pair of judges." 
'ltloodward and Fr~zen( 71 ) have also stated that: 
" ••• very large errors may creep in through the coding 
process if coders are insufficiently trained •••• " 
(72) . Whilst Lasswell has suggested that such errors may affect 
reliability by as much as 10%. Spiegelman(73) has also suggested 
that: 
" ••• the preliminary training of the analysts ••• is 
especially important in the case of the semantically 
more sophisticated types of analysis ••• vrhich are 
concerned with levels of meaning beyond simple symbol 
counts." 
(as this study clearly was). 
When an item analysis of the results of the coding of 
this batch of essays had been compiled and the results had been 
discussed by the four coders, a few slight further amendments were 
made to some indicators. It was then felt that a reliability study 
should be carried out in order to determine whether or not the two 
category systems could be reliably applied to a set of data. If 
they could be proved to be reliable, then the coding of the complete 
sample of essys could begin. Selltiz( 74) has outlined this 
procedure: 
71 • 
"At this point ••• when relatively few nevr problems arise, 
the coders vTOrk on an identical portion of the data 
J .L. Woodward and R. Franzen, "A Study of Coding Reliabili.ty", 
Public Opinion Quarterly, VoL 12, 1948. (pp. 253-257), P• 253 
72. H.D. Lassvlell, N. Leites et al., o~.cit. p. 84 
73. M. Spiegelman, C. Terwilliger and F. Fearing, 
"The Reliability of AgTeement in Content Analysis", The Journal 
of Social Psychology, 1953, Vol. 17 (pp. 175-187), p. 176 
74. C. Selltiz, M. Jahoda et al., op.cit. p. 405 
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without consulting one another or the supervisor. The 
consistency or reliability of the coding is then computed 
to d.etermine ltrhether it is feasible to begin coding in 
earnest." 
The "Good Teacher" category system now comprised 74 categories, 14 
of which related to the teacher's classroom control and method of 
punishment, 42 of which related to his teaching methods and class -
room organisation, and 18 of which related to the personal attributes 
of the teacher. In the case of the "Purpose of School" system, there 
were 46 categories in all, 7 relating to jobs and careers; 11 
dealing with the purely "social" fu..11ctions of the school( e.g. 
providing a meeting-point for pupils from different areas); 15 
relating to the acquisition by pupils of various subject-skills, 
and 13 relating to the personal development of pupils. 
The statements were assigned to these broad areas by the 
researcher and the three coders independently, and a coefficient 
of reliability for each possible pair of coders was calculated 
using Holsti's formula vrhich is described in detail later. For all 
possible pairs of coders (both systems), the level of percentage 
agreement was over 94%- Where disagreement between coders occured, 
the category 1tras allocated to a section on the basis of a majority 
verdict. 
Both category systems are included in Appendix 3· 
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CHAPTER 6. 
THE RELIABILITY of THE CODING OPERATION 
and THE VALIDITY of THE CATEGORY SYSTEMS. 
The Proce~ures Adopted 
The Reliability of the Individual Coders 
The Reliability of the Individual Categories 
The Item Analysis of the Coding 
The Overall Reliability of the Two Category Systems 
The Validity of the Two Category Systems. 
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Thirty essays on each topic were randomly selected for 
coding, ensuring that boys and girls were equ~lly represented, and 
that pupils of different schools, ages and abilities (as measured 
by school "stream" where applicabl'e) were represented according to 
their proportions-in the overall sample. The essays were first 
uni~ized into their component statements by the analyst. In the 
case of the "Good Teicher0 essays, 311 statements were identified, 
whilst in the case of the "Purpose of Schooltt essays, 160 statements 
were identified. The reasons for such a. large discrepancy in the 
number of statements are interesting to conjecture; the most likely 
appears to be (given that pupils had equal time to write both 
essays) that the former issue involved them far more than the latter. 
The qualities of teachers, it is reasonable to assume, affect and 
concern pupils greatly, since they are on the "receiving end" of 
them for six or seven hours a day, vJhilst the "Purpose of School" 
is an abstract, theoretical concept. Guetzkow( 1) has in any case 
suggested that the minimum number 9f units to be classified: " ••• to 
obtain stable estimates of the probability with which each unit is 
classified correctlyn is 150. 
The 60 essays Here then coded independently by the 
analyst and by Coders One, Two and Three. An item analysis of the 
results was compiled, and is presented in the following pages; 
(coding errors are typed in red). 
T.iU3LE 2 
THE CODING of THE "GOOD TEACHER" ESSAYS. 
STATEMENT CODER ONE CODER TitlO CODER THREE ANALYST. 
NUMBER. (CO:DER FOUR) 
CATEGORY INTO vmiCH STATEMENT \A/AS CODED. 
1 60 60 60 60 
2 11 11 11 11 
3 2 1 1 2 
4 63 63 65 63 
5 32 32 32 32 
6 42 42 42 42 
7 53 53 53 53 
8 32 32 32 32 
9 35 35 35 35 
10 6 6 6 6 
11 34 . 34 34 34 
12 54 54 68 54 
1. H. Guetzkow, op.cit. p. 54 
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STATEMENT CODER ONE CODER TWO CODER THREE ANALYST. 
NUl'IIBER. . (CODER FOUR) 
CATEGORY IN'l'O WHICH STATEMENT WAS CODED. 
13 71 71 71 71 
14 1 1 1 1 
1 5 67 67 67 67 
16 43 43 43 43 
17 68 68 68 68 
18 23 23 23 23 
19 68 68 68 68 
20 32 32 32 32 
21 17 33 17 28 
22 12 12 12 12 
23 22 22 22 22 
24 16 16 16 16 
25 1 1 1 1 
26 11 11 11 11 
27 53 53 53 53 
28 29 29 29 29 
29 46 46 46 46 
30 42 42 42 42 
31 62 62 62 62 
32 32 32 32 32 
33 1 1 1 1 
34 53 53 62 53 
35 32 32 32 32 
36 16 16 19 16 
37 53 53 53 53 
38 46 46 46 46 
39 57 57 57 57 
40 16 16 16 16 
41 46 65 65 46 
42 46 46 46 46 
43 46 46 46 46 
44 1 1 1 1 
45 14 14 14 14 
46 16 16 16 16 
47 53 53 53 53 
48 44 44 42 44 
49 38 65 38 65 
50 14 14 14 14 
51 65 65 25 65 
52 2 2 2 2 
53 12 12 12 12 
54 1 1 1 1 
55 14 14 14 14 
56 62 62 62 62 
57 53 53 53 53 
58 32 32 32 32 
59 35 35 35 35 
60 62 62 46 62 
61 43 43 43 43 
62 42 42 42 42 
63 68 68 68 68 
64 2 11 2 2 
65 16 16 16 16 
66 17 17 17 17 
67 2 2 60 2 
68 46 46 46 46 
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S1:J:IATEJVIENT CODER ONE CODER T'vlO CODER THREE ANALYST. 
NUMBER •. (CODER. FOUR) 
CATEGORY INTO WHICH STATEMENT viAS CODED. 
69 13 13 60 12 
70 28 28 28 28 
71 2 2 4 2 
7f, 11 11 11 11 
73 11 11 11 11 
74 16 16 16 16 
75 38 38 38 38 
76 23 23 23 23 
77 53 53 53 53 
78 62 62 62 62 
79 69 69 69 69 
80 32 32 29 32 
81 1 1 1 1 
82 . 63 65 65 65 
83 53 53 53 53 
84 72 72 72 72 
85 16 16 16 16 
86 68 68 68 68 
87 19 19 19 19 
88 59 59 59 20 
89 36 36 36 36 
90 42 42 42 42 
91 32 32 32 32 
92 9 9 9 9 
93 1 1 1 1 
94 5 5 5 5 
95 8 8 8 8 
96 31 30 31 31 
97 62 62 62 62 
98 69 69 69 69 
99 54 54 54 54 
100 51 51 51 51 
101 62 63 62 62 
102 2 62 54 62 
103 1 1 1 1 
104 4 4 4 4 
105 10 10 10 10 
106 16 16 16 16 
107 29 29 29 29 
108 31 31 14 31 
109 49 49 49 49 
110 2 2 2 2 
111 54 54 54 54 
112 46 46 46 46 
113 3 1 1 3 
114 2 2 2 2 
115 1 3 1 3 2 13 
116 1 3 1 3 12 12 
117 13 13 12 12 
118 12 12 12 12 
119 65 65 65 65 
120 62 62 62 62 
121 2 2 2 2 
122 46 46 46 46 
123 2 11 11 2 
124 51 51 51 51 
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STATEMENT CODER ONE CODER TWO CODER THREE ANALYST. 
NUMBER. (CODER. FOUR) 
CATEGORY INTO w1UCH STATEMENT WAS CODED. 
125 26 26 26 26 
126 67 53 53 53 
127 62 53 62 62 
128 16 16 16 16 
129 32 32 32 32 
130 62 62 60 62 
1 31 38 12 25 25 
1 32 23 20 20 23 
133 46 46 46 46 
134 11 44 11 11 
135 11 11 11 11 
136 1 1 1 1 
137 62 62 62 62 
138 16 16 16 16 
139 60 60 60 60 
140 60 60 60 60 
141 32 32 32 32 
142 25 . 25 25 25 
143 2 11 11 11 
144 17 17 17 17 
145 46 46 46 46 
146 2 2 2 2 
147 11 44 11 11 
148 39 39 39 39 
149 62 62 62 62 
150 63 63 63 63 
151 53 53 53 53 
152 1 1 1 1 
153 24 24 24 24 
154 72 72 72 72 
155 72 63 63 63 
156. 25 25 25 25 
157 27 25 15 27 
158 65 65 47 47 
159 1 1 1 1 
160 2 2 2 2 
161 60 60 60 60 
162 42 42 42 42 
163 73 73 73 73 
164 17 17 17 17 
165 53 53 53 53 
166 46 46 46 46 
167 60 60 54 60 
168 2 2 4 2 
169 4 4 4. 4 
170 39 39 39 39 
171 62 62 62 62 
172 53 53 53 53 
173 1 1 1 1 
174 32 32 32 32 
175 13 13 1 3 13 
176 11 11 1 11 
177 65 65 65 65 
178 23 17 17 23 
179 68 68 68 68 
180 42 42 42 42 
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STATE.'MENT CODER ONE CODER T'lt!O CODER THREE ANALYST. 
NUNBER. (CODER FOUR) 
CATEGORY INTO WHICH STATEMENT WAS CODED. 
181 68 68 68 68 
182 68 68 68 68 
183 2 2 2 2 
184 65 65 17 65 
185 2 1 1 1 
186 32 32 32 32 
187 16 16 16 16 
188 19 19 19 19 
189 1 1 1 1 
190 53 53 53 53 
191 65 25 65 65 
192 16 16 16 16 
193 3 11 11 11 
194 59 59 59 20 
195 60 60 60 60 
196 1 1 1 1 
197 32 32 32 32 
198 1 1 1 1 
199 14 14 14 14 
200 32 32 32 32 
201 53 53 53 53 
202 ·2 39 41 41 
203 3 3 3 3 
204 7 7 7 7 
205 16 16 16 16 
206 17 17 17 17 
207 46 46 46 46 
208 59 59 59 59 
209 71 71 71 71 
210 1 1 1 1 
211 32 32 32 32 
212 53 53 53 53 
21 3 62 62 62 62 
214 19 35 19 19 
215 63 63 63 63 
216 68 68 68 68 
217 68 68 68 68 
218 68 68 68 68 
219 68 68 68 68 
220. 62 62 62 62 
221 1 1 2 2 
222 46 65 62 46 
223 1 1 7 1 
224 1 3 13 2 13 
225 16 16 16 16 
226 19 19 19 19 
227 20 47 47 47 
228 59 20 59 20 
229 36 18 36 36 
-230 72 72 72 72 
231 1 1 2 1 
232 60 60 60 60 
233 43 43 43 43 
234 42 42 42 42 
235 23 23 17 23 
236 23 25 25 25 
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STATEMENT CODER ONE CODER TWO CODER THREE ANALYST. 
NUMBER. (CODER FOUR) 
CATEGORY IN'l'O WHICH STATEMENT WAS CODED. 
237 43 43 43 43 
238 32 32 32 32 
239 25 38 25 25 
240 63 63 54 63 
241 60 60 60 60 
242 48 48 48 48 
243 1 1 1 1 
244 2 2 2 2 
245 63 63 63 63 
246 16 16 16 16 
247 32 32 32 32 
248 25 19 25 19 
249 15 15 15 15 
250 11 11 1 11 
251 42 42 42 42 
252 42 44 42 42 
253 62 62 62 62 
254 53 'v53 53 53 
255 1 1 1 1 
256 2 2 2 2 
257 68 68 68 68 
258 32 32 32 32 
259 60 62 60 60 
260 62 62 62 62 
261 46 46 46 46 
262 1\J, 11 1~ 11 
263 16 16 16 16 
264 16 16 16 16 
265 53 53 53 53 
266 55 55 55 55 
267 60 60 60 60 
268 60 60 60 60 
269 65 65 65 65 
270 63 23 23 23 
271 63 63 63 63 
272 1 1 1· 1 
273 11 11 11 11 
274 2 2 2 2 
275 17 17 17 17 
276 2 1 2 1 
277 53 53 53 53 
278 65 65 46 65 
279 32 32 32 32 
280 42 42 42 42 
281 25 25 25 25 
282 1 1 1 1 
283 16 16 16 16 
284 1 1 2 1 
285 1 3 13 13 13 
286 53 53 53 53 
287 16 16 16 16 
288 46 46 46 46 
289 32 32 32 32 
290 1 1 1 1 
291 53 53 53 53 
292 62 62 62 62 
STATEMENT 
NUMBER •. 
293 
294 
295 
296 
297 
298 
299 
300 
301 
302 
303 
304 
305 
306 
307 
308 
309 
310 
311 
Table 4. 
STATEMENT 
NUMBER. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
CODER ONE CODER TWO CODER THREE ANALYST. 
(CODER FOUR) 
CATEGORY INTO WHICH STATEMENT WAS CODED. 
60 
62 
53 
2 
32 
2 
. 16 
16 
17 
19 
60 
60 
41 
53 
60 
1 
63 
46 
1 
2 60 
62 62 
53 53 
1 1 
32 32 
1 1 
16 16 
16 16 
17 17 
16 19 
62 60 
60 60 
38 41 
53 53 
62 60 
1 60 
63 63 
46 46 
1 1 
60 
62 
53 
1 
32 
1 
16 
16 
17 
19 
60 
60 
41 
53 
60 
1 
63 
46 
1 
THE CODING of THE "PURPOSE of SCHOOL" ESSAYS. 
CODER OJirE CODER TWO CODER THREE 
CATEGORY INTO WHICH STATEMENT WAS CODED. 
2 
15 
4 
14 
19 
21 
8 
21 
32 
33 
9 
33 
46 
14 
14 
21 
21 
32 
21 
8 
19 
5 
14 
21 
19 
15 
46 
46 
21 
15 
4 
14 
19 
21 
8 
21 
32 
33 
9 
33 
46 
14 
36 
21 
21 
32 
22 
5 
19 
5 
14 
21 
19 
15 
46 
46 
21 
15 
4 
14 
15 
21 
8 
21 
32 
33 
9 
33 
46 
36 
37 
21 
21 
32 
22 
8 
19 
5 
14 
21 
19 
15 
2 
46 
ANALYST. 
(CODER FOUR) 
21 
15 
4 
14 
19 
21 
8 
21 
32 
33 
9 
33 
46 
14 
36 
21 
21 
32 
21 
8 
19 
5 
14 
21 
19 
15 
46 
46 
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STATEMENT CODER ONE CODER TWO CODER THREE ANALYST. 
N"(J}1BER.. (CODER FOUR) 
CATEGORY INTO lt!HICH STATEMENT WAS CODED. 
29 21 21 21 21 
30 4 7 2 7 
31 14 36 36 36 
32 21 21 2 21 
33 4 8 8 8 
34 21 21 21 21 
35 21 21 21 21 
36 16 31 16 16 
37 21 21 21 21 
38 3 8 8 8 
39 4 4 4 4 
40 8 4 8 8 
41 46 46 46 46 
42 21 21 32 21 
43 40 40 40 40 
44 39 39 39 39 
45 46 46 46 46 
46 14 14 14 14 
47 46 46 46 46 
48 21 21 21 21 
49 19 19 19 19 
50 21 21 21 21 
51 14 14 14 14 
52 21 21 21 21 
53 19 19 36 19 
54 20 20 20 20 
55 14 14 14 14 
56 4 4 4 4 
57 21 21 21 21 
58 4 4 4 4 
59 8 8 8 8 
60 21 21 21 21 
61 46 46 46 46 
62 43 43 43 43 
63 40 40 40 40 
64 40 40 40 40 
65 40 40 40 40 
66 46 46 12 46 
67 46 46 46 46 
68 21 21 21 21 
69 14 14 14 14 
70 14 14 14 14 
71 16 16 31 16 
72 2 2 2 2 
73 8 8 8 8 
74 21 21 21 21 
75 39 39 39 39 
76 19 19 19 19 
77 4 4 4 4 
78 32 32 32 32 
79 21 21 21 21 
80 40 40 40 40 
81 34 34 34 34 
82 46 46 46 46 
83 40 40. 40 40 
84 46 46 46 46 
85 34 34 34 34 
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STATEMENT CODER ONE CODER TWO CODER THREE ANALYST. 
NUMBER. (CODER FOUR) 
CATEGORY INTO WHICH S 'l'ATEMENT WAS CODED. 
86 36 36 36 ,36 
87 14 14 36 14 
88 37 40 37 37 
89 21 21 21 21 
90 4 4 4 4 
91 19 19 19 19 
92 39 39 39 39 
93 14 14 14 14 
94 2 2 2 2 
95 4 4 4 4 
96 14 14 14 14 
97 15 15 15 15 
98 16 16 16 16 
99 46 46 46 46 
100 4 4 4 4 
101 4 4 4 4 
102 7 7 7 7 
103 14 14 14 14 
104 37 46 46 46 
105 4 4 7 3 
106 3 3 3 3 
107 4 4 4 4 
108 14 14 14 14 
109 19 19 19 19 
110 4 4 4 4 
111 8 7 8 8 
112 14 14 14 14 
113 21 21 21 21 
114 32 32 32 32 
115 36 36 36 36 
116 ,.., 2 2 2 c. 
117 46 46 46 46 
118 3 8 8 8 
119 36 36 36 36 
120 2 2 2 2 
121 4 4 3 4 
122 21 21 21 21 
123 4 4 4 4 
124 21 21 21 21 
125 19 19 19 19 
126 45 4 45 45 
127 16 21 16 16 
128 21 21 21 21 
129 7 7 7 7 
130 19 20 19 19 
1 31 21 21 21 21 
1 32 21 21 21 21 
133 37 36 36 37 
134 21 21 21 21 
1 35 40 40 40 40 
1 36 19 19 19 19 
137 . 14 14 14 14 
138 3 3 3 3 
139 4 4 4 4 
140 32 32 32 32 
141 46 46 46 46 
142 42 42 42 42 
STATEMENT CODER ONE CODER TWO CODER THREE ANALYST. 
NUMBER. (CODER.FOUR) 
CATEGORY INTO WHICH STATEMENT WAS CODED. 
143 20 20 20 20 
144 21 21 21 21 
145 21 21 21 21 
146 21 21 21 21 
147 26 28 28 28 
148 10 10 10 10 
149 36 36 36 36 
150 2 36 2 2 
151 6 6 6 6 
152 8 8 8 8 
153 21 21 21 21 
154 46 8 3 3 
155 8 8 8 8 
156 5 5 5 5 
157 4 4 4 4 
158 14 14 14 14 
159 2 2 2 2 
160 3 3 3 3 
It is interesting to note from the above item analysis 
of the coding of the "Good Teacher" essays that in the case of 
Coders One and Two, coding was more accurate during the first third 
of the coding operation. A breakdown of the distribution of coding 
errors into thirtiles is given below: ("Good Teacher" Essays). 
FIRST THIR'l'ILE SECOND THIRTILE THIRD THIRTILE 
Coder 1 3 10 9 ERRORS 
Coder 2 6 14 12 ERRORS 
Coder 3 15 12 13 ERRORS 
Coder 4 3 1 0 ERRORS 
( 104 statements) ( 104 statements)(103 s ta temen ts) 
It may also be seen that there was no such tendency in 
the coding of Coders Three and Four. The reason for the deterior -
ation in the accuracy of coding of Coders One and Two might reason-
ably be attributed to boredom, fatigue or haste, reflecting a desire 
to complete the operation. Both Coders made most errors in the 
second thirtile of statements, perhaps after initial care had been 
lost, and before the end of the operation was in sight. 
The deterioration could not reasonably be attributed to 
the fact that the first 104 units were the easiest to code, since 
Coders Three and Four actually made more errors in coding this 
thirtile than they did in coding the second and third thirtiles. 
It does seem reasonable, then, to suggest that the large number of 
items to be coded in the reliability study affected the coding 
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accuracy of Coders One and. Two. Only 13.64% of Coder One's errors 
occured. in the first thirtile, whilst 86.34% of this coder's 
errors occured in the second two thirtiles. ·The comparable percent-
ages for Coder Two were 18.75% and 81.25%. 
These figures do seem to suggest that the overall 
reliability for the coders and for the whole category system would 
have been higher had a reduced number of units been coded. 
The absence of a similar tendency to deteriorate in the 
coding of Coder Four may be explained by the fact that as Coder 
Four was the researcher, he remained committed to the coding task 
and exercised maximum care throughout the operation. 
The fairly consistent number of errors made by Coder 
Three in each thirtile of statements is harder to explain, however. 
It may be seen that the number of errors made by Cod.ers One and Two 
did in fact approach the number made by Coder Three over the last 
two thirtiles. (Indeed, Coder Two made ~ne more error than Coder 
Three did over this period). Coder Three, however, made a much 
higher number of errors in the first thirtile, when compared to 
Coders One and T\-To, and was the least accurate coder overall. Coder 
Three did not however, as has been stated before, show any sign of 
becoming less accurate in coding as the operation continued. 
When a similar table was produced to show the results of 
the coding of the "Purpose of School" essays, the follmling data 
were obtained: 
FIRST QUARTILE SECONJ) QUARIJ.'ILE 'Y.tiiRD QUARTILE 
Coder 1 3 ERRORS 
Coder 2 4 1 7 ERRORS 
Coder 3 9 4 2 ERRORS 
Coder 4 0 0 ERRORS 
(53 statements) (53 statements) (54 statements) 
It may be seen from the above table that Coders One and 
Three found the first thirtile of statements the most difficult to 
code accurately. Between them the four coders made 19 errors in 
coding this thirtile, 7 errors in coding the second thirtile, and 
12 errors in coding the last thirtile. Both Coder One and Coder Two 
made fewest errors when coding the second thirtile of statements. 
Once again, there was a tendency for Coder Two to become 
less accurate towards the end of the coding operation; this time, 
over the last thirtile of 54 statements. This coder made only 5 
coding errors in the first 106 statements, and 7 errors in the next 
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54 statements. This tendency was not revealed in any of the other 
coders; in fact, Coders One and Three each made more errors in the 
first thirtile of statements than they did coding the second 
two thirtiles put together. Once again, the deterioration in the 
accuracy of Coder Two's coding may thus be attributed to personal 
factors such as haste or fatigue. 
The above conclusions are not especially relevant to the 
purposes of the research, but they do appear to indicate that when 
a large number of units is to be coded (more than 100-150) then the 
efficiency of some coders may be markedly impaired, thus adversely 
affecting estimates of reliability for the coding operation. This 
point should be borne in mind. by content analysts. 
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THE RESULTS of THE RELIABILITY STUDY. 
(SECTION o:t,JE) 
If it can be demonstrated successfully that the 
results of a content analysis are independent of the analyst 
himself, in other words that other coders ca·tegorise data in the 
same wa.y as the analyst himself, then the content analysis 
technique cannot be criticised a.s being "impressionistic." A 
high level of reliability is proof of the objectivity of the 
coding process, and., as Spiegelman, Tenlilliger and Fearing ( 2 ) 
have commented: 
"The utility of content analysis ••• is largely 
dependent on its reliability as a scientific 
instrument." 
Lassv1ell (3) has also indicated the need for proof of reliability: 
"The first requirement of any technique \vhich 
purports to describe any set of characteristics 
is that the results have a high degree of 
reliability, ie. that different observers report 
the same thing •••• " 
Similarly, Janis, Fadner and Janovli tz ( 4) have indicated that in 
the case of "assertions analysis," (the frequency with vlhich 
certain objects are referred to in certain way), proof of 
reliability is especially important, since: 
" ••• the analyst is required to make metalinguistic 
decisions, vlhich often involve very subtle 
discriminations. Without a demonstration of 
reliability, it is impossible to determine whether 
borderline cases, subject to multiple classific-
ation, have arisen with such a high frequency 
that the results are vlorthless ." 
2. M. Spiegelman et al., op.cit. p. 175 
3. H.D. Lasswell, N. Leites et al., op.cit. p. 56 
4. I.L. Janis, R.H. Fadner and M. Janowitz, "The Reliability 
of A Content Analysis Technique," Public Opinion Quarterly. 
Summer 1943, (pp. 293 - 296), p. 293 
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Various methods exist of calculating the reliability 
of a) coders, b) the whole category-set, and c) individual 
categories within the set. Spiegelman(5) et al., have commented 
that: 
(A) 
" ••• several different kinds of reliability should 
be applied in content analysis. These include the 
reliability of the individual judge vli th respect 
to his fellovr judges, the reliability of a category 
with respect to other categories, and the overall 
reliability of a. category set. 11 
The Reliability of the Individual Coders. 
A simple expression of coder reliability is given by 
expressing the number of coding errors made by ea.ch coder as a 
percentage of the total number of coding decisions made by that 
coder. In the case of the 11 Good Teacher" category set, coders were 
required to code 311 statements, as was previously mentioned. A 
coding decision was described as 11 correct11 if a majority of the 
coders agreed on it. Where the coders were split 2-2 on a decision, 
then the analyst 1 s decision vias counted as 11 correct11 • This method 
of defining 11 correctness 11 seemed to be the most reasonable, and in 
any case provides almost exactly the same results as the method 
described by Selltiz,( 6 ) in which the analyst's own decisions are 
regarded as being the 11 correct11 choice throughout: 
"In computing the consistency of coding, one may 
use the coding of the supervisor as a criterion 
against which to test the various coders •••• " 
since in the case of the 11 Good Teacher" category set, in only 4 
cases out of 311 was the analyst's decision a minority one, whilst 
in the case of the 11 Purpose of School11 category-set, the analyst 
was in a minority only once out of 160 decisions. 
Results were as follows: ("Good Teacher11 System) 
Coder One 
Coder Two 
21 incorrect decisions = 93.25% correct. 
31 II II = 90.03% II 
5. M. Spiegelman, et al., op.cit. p. 187 
6. C. Selltiz, M. Jahoda et al., op.cit. p. 405 
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Coder Three 39 intorrect decisions = 89.71% correct 
Coder Four (Analyst) 4 II II II = 98.71% 
92.93% average 
Thus it may be seen that the analyst's coding v1as the 
most "correct11 , followed by that of Coder One, who, as he had been 
involved in the development of the category system was the most 
experienced and trained of the three remaining coders. There was 
little difference between the percentage of correct decisions made 
by Coders Two and Three, but Coder Two, who was a school-teacher 
' 
did slightly better than Coder Three, who had no teaching 
experience. The results for the "Purpose of School" system are 
given below: (160 decisions) 
Coder One 10 incorrect decisions 
Coder Two 12 II II 
Coder Three 15 II II 
Coder Four (Analyst) 1 II It 
= 93.75% correct 
= 92 .so% 
= 90.63% 
= 99-38% 
94.07% 
II 
II 
II 
average 
From the table it may be seen that once again the analyst made 
fewest coding errors, and that the other coders were ranked in the 
same order as they were for the "Good Teacher" system. The overall 
level of correct coding decisions was high for both category systems. 
Only Coder Three fell below the 90%.level of correct decisions when 
coding the "Good Teacher" essays, and. then only by 0.29% . The 
a.verage level of correct decisions was 92-93% for the "Good. Teacher" 
system and. 94.07% for the "Purpose of School" system (which of 
course contained. fewer categories). (These "average" levels in fact 
represent the sum of the correct decisions made by all four analysts, 
expressed. as a. percentage of the sum of all coding decisions made 
. 1149 by the four analysts l .e .• 1244 in the case of the "Good Teacher
11 
system, and ~~~ in the case of the "Purpose of School" system). 
However, the reliability of coders is in any case usually 
expressed as a coefficient of correlation between pairs of coders' 
results. The simplest expression of this reliability is the per-
centa.ge agreement between each possible pair of coders coding the 
same material independently. An obvious danger exists in this 
method if, for example, the researcher merely tabulates the 
frequency with which the coders use a certain category, for there 
is then no guarantee that cod.ers are placing the same statements in 
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the category in question. Disagreements may cancel one another out 
and thus artificially boost reliability. It is for this reason 
that the detailed item analysis of coders' results was compiled, 
as given previously. Stempel(?) has remarked on the inaccuracy of 
the "frequency tabulation" method, commenting that it does not 
provide: 
" ••• adequate estimates of reliability. Some random 
errors are overlooked in this method, so the reliability 
estimate may be inflated •••• In order to avoid this error, 
it is necessary to prepare an item analysis of the 
coders' work. This of course, involves more detailed 
reporting than usual. Each decision of the coder must 
be recorded. Once such information is available, a 
contingency table must be prepared for each pair of 
coders. From this correlations can be calculated. 11 
The formula (given by Holsti) to 
ient of a pair of coders is: (N1 
number of exact agreements on the 
estimate the reliability coeffic -
(2N) 
+ N2) where M = the total 
coding of individual statements 
by the two code~s, and N = the number of coding decisions made by 
each coder. (N = 311 throughout for the "Good. Teacher" system, and. 
N = 160 throughout for the "Purpose of School" system). 
The percentage agreement betv1een all possible pairs of 
coders, calculated by the above formula for both category systems, 
is given bel.ow. It is important to note that only "correct" coding 
decisions as previously defined were counted as "agreements." Thus 
if the category choice of two coders was deemed to be "incorrect", 
then the "agreement" was discounted, even if two coders had "agreedn 
on their use of the "wrong" category: 
(A) 
The "Good Teacher" System. 
CodinB: Pair No. of DisaB;Eeements Percentage ag'Eeement 
1 & 2 44 (out of 311) 85.85% 
1 & 3 53 82.96% 
1 & 4 26 91 .64% 
2 & 3 58 81.35% 
2 & 4 35 88.75% 
3 & 4 43 86.17% 
86.12% = average 
7. G.H. Stempel, op.cit., PP· 449 -450. 
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(B) The ''Pur12ose of School" System. 
CodinB: Pair ·Na.·-·af Disagreements PercentaB:e agreement 
1 &: 2 21 (out of 160) "86 .88% 
1 & 3 23 85.63% 
1 & 4 11 93.13% 
2 & 3 25 84.38% 
2 & 4 13 91 .88% 
3 & 4 15 90.63% 
88.76% = averaB:e 
It may be seen from the above tables that the mean 
level of percentage agreement between all pairs of coders was 
86.12% in the case of the "Good Teacher" category system, and 
88.76% in the case of the "Purpose of School" system. 1tlhilst this 
formula does not take into account the number of coding agreements 
which might have occured purely by chance, Guetzkow(8 ) has in any 
case stated that: 
" ••• agreement between coders in category sets 
involving more than five categories is largely 
determined by the probability of both coders 
selecting the correct category." 
Since the two systems contained 74 and 46 categories respectively, 
as has alread.y been stated, it is reasonable to state that these 
levels of agreement were in no way due to chance, but were in fact 
clear evidence that coders were using their judgement and skill to 
place statements into categories on the basis of the coding rules 
provided. The formula given by Scott, (9) which is discussed later, 
in any case corrects for chance coding agreements, and it Hill be 
seen that the levels of agreement arrived at using this formula 
are virtually identical to the levels given here using Holsti's 
formula. As might have been expected in vievr of the individual 
coders' level of correct decisions, discussed previously, coding 
pairs including Coder Four (the analyst) shO\-.red the highest levels 
of agreement. The most reli2.ble pair in both instances was that of 
8. H. Guetzko1v, op.cit. pp. 51 - 52 
9. 'd .A. Scott, "Reliability. of Conten.t Analysis: The Case of 
Nominal Scale Coding" Public O:Einion ~::~uarterly 
Autumn 1955, (pp. 321 - 325), p. 323 
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Coder One and Coder },our. (Again it must be stated that Coder One 
had received more training and was more experienced than Coders 
Two and Three). After the three pairs which included the analyst, 
the pairing of Coders One and Two proved to be the most reliable 
in both instances, whilst the least reliable pair comprised the two 
coders '"i th the least training and experience, Coders Two and Three, 
whose level of agreement was 81 .35% in the case of the "Good 
Teacher" system, and 84.38% in that of the "Purpose of School" 
system. 
The question of what level of reliability is "acceptable" 
is a nebulous one. Schutz( 1o) has remarked that the level which 
is acceptable depends upon "the purpose for which the content 
analysis categories 'or the agreement levels are going to be used." 
Holsti( 11 ) has also commented that: 
"Defining an acceptable level. •• is one of many 
problems in content analysis for which there is no 
single solution." 
and suggests that the issue does pose "real dilemmas" for the 
researcher. Indeed,.Hol~ti( 12 ) quotes ]erelson as reporting that 
in 1952 only 15 to 20% of published studies involving the use of 
content analysis technique gave any mention to the reliability of 
the coding processes involved. Holsti restates the need for balance 
between the relevance of the· categories to the purpose of the 
research, and statistical reliability, and also draws attention to 
the danger of sacrificing validity to high reliability. He states 
that:( 13) 
" ••• the coefficient of reliability cannot be the sole 
criterion for making such decisions •••• As categories 
and units of analysis become more complex, they may 
yield results that are both more useful and less 
reliable." 
Funkhouser and ]arker,( 14) however, have stated a definite figure 
on this issue. They indicated that a level of 85% and over is 
10 •. W.C. Schutz, "Reliability, Ambiguity and Content Analysis." 
Psychological Review Vol. 59. 1952. (pp. 119- 129), p.127 
11. O.R. Holsti, op.cit. p. 142 
12. Ibid. p. 149 
13. Ibid. p. 142 
14. G.R. Funkhouser and E.]. Barker, op.cit. p. 122 
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required: 
'' ••• well-trained coders using a well-constructed code 
should be able to maintain a reasonably high level 
(greater than 85%) in a coding operation." 
Janis, Padner and. Janowitz, ( 15) agree 1-rith this definition, stating 
that an overall reliability coefficient of 0.85 indicates that the 
coding operation is 11 ••• reliable to a fairly high degree." They 
have suggested, in fact, that a level of 0.76 is: "probably 
reliable for comparisons of total frequencies •••• ", ( 16 ) whilst 
Lasswell, ( 17 ) has also remarked that a leve 1 of 7 5% is "high enough 
••• for many purposes." The average level of agreement for all pairs 
of coders in any case satisfies Funkhouser and Barker's more 
stringent level in the case of both category systems, as has been 
shown. 
Two other methods of estimating coder reliability, have 
however, been widely used in the literature. Both provide more 
rigorous assessments of reliability than Holsti's method outlined 
previously. The first method, explained by Spiegelman, Terwilliger 
and Fearing ( 18 ) and adapted slightly by the researcher, is based 
upon the number of agreements by the other three coders with each 
coding decision of the particular coder in question. Thus if all 
3 other coders agree vii th Coder One on the classification of a 
particular i tern., then the "score" assigned to this i tern for Coder 
One is three. If only two of the other coders agreed, then the score 
for Coder One on that item would be two. It is important to point 
out that the rigorousness of this method derives from the fact that 
only "correct" decisions as previously defined are counted for 
purposes of agreement. Thus every time the coder in question makes 
a "wrong" classification, his score for that item is nought, even if 
::mother coder has made the identically wrong classification, and 
not ~ (as would. otherwise be expected by virtue of the other 
coder's agreement vli th the coder in question). 
Thus, in the case of the "Good Teacher" system, for 
15. I.L. Janis, R.H. Fadner and. M. Jano1-ritz, op.cit. p. 295 
16. Ibid. 
11. H.D. Lasswell, N. Leites, et al., op.cit. p. 108 
18. Ivl. Spiegelman et al., op.cit. p. 180 
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vlhich 311 statements were coded by .the 4 coders in the reliabi!_i ty 
study, perfect unanimity between the coders would have resulted in 
an expression: 
3 X 311 
3 X 311 possible 
(or 1 OO% agreement). 
agreements 
tl 
= ill 
933 = 
1 
The average level of agreement for each coder is thus expressed as 
a percentage of the maximum possible number of agreements. (933 for 
the "Good Teacher" system, and 480 for the "Purpose of School 11 
sys.tem). The results of the application of this method to the item 
analysis of coder's decisions were as follovlS: 
(A) 
Coder 1 • 
234 
x3 
702 
Coder 2. 
The "Good Teacher" System. (311 statements) 
No. of Statements 
234 
45 
10 
22 
(or 
45 10 
+ x2 + x1 
90 10 
No. of Statements 
234 
39 
6 
32 
39 
x2 
78 
(or 
6 
x1 
6 
Value 
total agreement ( 3) 
one disB.greement (2) 
two disagreements ( 1 ) 
three II II 
total II II ) . ( 0) 
= 802 85.962f = 933 
Value 
total agreement 3 
one disagreement 2 
tvlO disagreements 1 
three n II 
total !I II ) . 0 
= 786 84.24% = 933 
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Coder 3. 
Coder 4. 
No. of Statements 
234 
x3 + 
702 
234 
29 
9 
39 
29 
x2 
58 
+ 
total agreement 
one disagreement 
two disagreements 
three 
(or total " 
" 
" 
" 
9 
x1 
.2 
= 769 
933 
No. of Statements 
234 
54 
19 
54 
+ x2 
108 
4 
+ 
total agreement 
one disagreement 
two 
three 
(or total 
19 
x1 
22 
d'i sagTe em en t s 
" 
" 
= 
" 
" 
~ 
933 
Value 
3 
2 
1 
) . 0 
= 82.42% 
Value 
3 
2 
) . 0 
= 88.85% 
The mean level of coder reLiability by this method for the "Good 
Teacher" system was 85.37%. 
(B) 
Coder 1. 
128 
-~ 384 
The "Purpose of School" System. (160 statements) 
No. of Statements 
+ 
128 
19 
19 
x2 
38 
4 
9 
+ 
total agreement 
one disagreement 
two disagreements 
three 
(or total 
11 
" 
" 
" 
4 
x1 
_.1 
= 426 
480 
Value 
3 
2 
1 
) . 0 
= 88.75% 
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272 
Coder 2. 
No. of Statements Va.lue 
128 total agreement 3 
17 one disagreement 2 
3 two disagreements 1 
12 three 11 11 
(or total 11 11 ) . 0 
128 17 3 
2.2 + x2 + x1 = 421 87.712'" 384 34 _2 480 = 
Coder 3. 
No. of Statements Value 
128 total agreement 3 
16 one disagreement 2 
1 two disagreements 1 
15 three II 11 
(or total 11 11 ) . 0 
128 16 1 
x3 + x2 + x1 = 417 86.88% E -1 480 = ~ 
Coder 4. 
No. of Statements Value 
128 total agreement 3 
26 one disagreement 2 
5 two disagreements 1 
1 three 11 It 
(or total 11 II ) . 0 
128 26 5 
__.!2 + x2 + x1 = 441 91 .882P 52 5 480 = 384 
Thus the mean level of coder reliability calculated by this method 
for the "Purpose of School" system was 88.81%. In the case of both 
category systems, mean coder reliability exceeded the 85% level, 
(and indeed in only j;wo cases did the reliability of individual 
coders fall marginally belm1 this figure; both instances occured 
in the 11 Good Teacher" system. The coders in question were Coder Two 
and Coder Three, who-had already been identified by Holsti's 
method as being the least reliable). 
The second rigorous method of estimating reliability 
has been devised by Scott;( 19) both Holsti ( 20) and Funkhouser 
and Barker( 21 ) agree that Scott's formula gives the most accurate 
estimate of coder reliability. Funkhouser and Barker ( 22 ) have 
stated that: 
"Scott's formula gives the most stringent test of 
coding reliability currently available ••• the Scott 
formula provides more certainty of the correlation 
between two coder's work than does a 'correlational' 
approach." 
As Holsti( 23) has explained, the formula: 
19. w .1~. 
20. 0 .R. 
21 • G.R. 
22. Ibid. 
23. O.R. 
" ••• corrects not only for the number of categories 
in the category-set, but also for the probable 
frequency with which each is used (and) ••• produces 
a conservative estimate of reliability •••• " 
Scott, op.cit. P• 323 
Holsti, op.cit. 
Funkhouser and E.B. Barker, op.cit. 
p. 123 
Holsti, op.cit. P• 141 
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The formula requires that the researcher calculate the percentage 
agreement expected by chance. (As was mentioned previously, however, 
Guetzkow ( 24 ) has stated that chance agreement is neglible in a 
category-set containing more than five categories). This level of 
chance agreement is calculated by summing the squares of the 
proportion of the total number of decisions falling into each 
category. The actual formula = ~~~------~ where A = the actual 
agreement obtained between a pair of coders, and E = the level of 
expected agreement by chance. 
The figure obtained by summing the squares in the case of 
the "Good Teacher" system was 0.044, 1.o1hilst for the "Purpose of 
School 11 system the figure was 0.090. The formula is then completed 
by inserting the figures for agreement between pairs of coders 
obtained by using Holsti's formula. 
Thus: 
Coding Pairs 
1 & 2 
1 & 3 
1 & 4 
2 & 3 
2 & 4 
3 & 4 
The "Good Teacher" 
0.829 0.044 = 
1 0.044 
0.820 0.044 = 
1 0.044 
0.216 9..!.24.4 = 
1 0.044 
0.814 0.044 = 
1 0.044 
0.888 0.044 = 
1 0.044 
0.862 0.044 = 
1 0.044 
S;y:stem 
Level of 
Agreement 
0.815 = 85.25% 
0.956 
o.:z86 = 82.22% 
0.956 
0.8:Z2 = 91.32% 
0.956 
o.:z:zo = 80.54% 
0.956 
0.844 
0.956 
= 88.28% 
0.818 = 85.56% 
0.956 
The mean percentage agreement for the six pairs of coders was thus 
85.53% , again above the level deemed to be acceptable by Funkhouser 
and Barker,( 25) and by Janis, Fadner and Janowitz.( 26 ) 
24. H. Guetzkow, op.cit. pp.51 - 52 
25. G.R. Funkhouser and E.B. Barker, op.cit. p. 122 
26. I.L. Janis, R.H. Fadner and M. Janowitz, op.cit. p. 295 
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Coding Pairs 
1 & 2 
& 3 
1 & 4 
& 3 
2 & 4 
3 & 4 
The "Purpose of School" System 
_o..._. 8_6...._9 ___ o.• 090 
1 0.090 
0.856 
1 
1 
_9.844 
1 
1 
0.906 
1 
0.090 
0.090 
0.090 
0.090 
0.090 
0.090 
0.090 
0.090 
0.090 
0.090 
= ~779 
0.910 
Level of 
~eement 
= 85.60% 
= 0.766 = 84.18% 
0.910 
= 0.841 = 92.42% 
0.910 
= 0.754 = 82.86% 
0.910 
= 0.828 = 90.99% 
0.910 
= 0.816 = 89.67% 
0.910 
The mean percentage agreement for the six pairs of coders using 
Scott's formula was thus 87.62%, once again above the 85% level. 
A further interesting point arising out of the use of 
Scott's formula is that the coefficients obtained are only very 
slightly lower than those obtained by using Holsti's less rigorous 
method, illustrating clearly that as was previously suggested, 
chance did play very little part in the coding operation, as the 
tvlO category-sets contained large numbers of categories. The 
factors which determined the extent of coder agreement were coders' 
degree of training and skill in applying the category systems. 
SECTIQN TWO 
Whilst the coding of individual coders vas deemed to be 
'
1reliable" however, there are several formulae for calculating the 
reliability of the complete category set. One such "Composite 
Reliability Coefficient" may be calculated by the formula: 
4 (A) where A = the mean 
1oo + ( 3A} 
percentage agreement between the six pairs of coders. Using the most 
rigorous figures (obtained from Scott's formula), this was 85.5% 
?75 
for the "Good Teacher" system, and. 87.6% in the case of the 
11 Purpose of School 11 system. Thus, for the two systems, the 
formula. is expressed: 
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"Purpose of School" System 4 ~87.6) = ]50.4 = 26.58% 
100 +3 X 87.6) 362.8 
"Good Teacher" System 4 ~85.5) = .24_?_ = 95·22% 
356.5 100 +3 X 85':5) 
Both figures clearly indicate extremely high reliability for the 
systems as a whole. 
A further method of calculating category-set reliability 
has been outlined by Spiegelman, Tervlilliger and Fearing. ( 27 ) The 
method involves ranking patterns of agreement amongst the coders 
for each item coded. The reliability of the category set is reported 
as the mean rank order for all the items coded. Perfect agreement 
on all items would give a coefficient of 1.0 , whilst with four 
coders, total disagreement on every item would give a coefficient 
of 5.0. The reliability of the category set is thus expressed in 
a single figure; the method is independent of the number of state 
. ments coded and also of the number of categories in the category -
set. One obvious disadvantage, however, is that unless the realib-
ility of various category-sets or groups of coders is being compar-
ed, the resultant coefficient must be judged, as Spiegelman et al( 2B) 
have acknowledged, on the basis of "which kind of agreement 'looks' 
better than another." 
When the method outlined above was applied to the data, 
the follO\ving results were obtained: 
The "Good rpeachern System. 
Pattern of Agreement 
4 coders agree 
3 agree, 1. 
2, 2 agTee 
2 agree, 1 , 1 • 
1,1,1,1. 
ill 
311 
27. M. Spiegelman et al., 
28. M. Spiegelman et al., 
No. of Cases 
234 
56 
14 
7 
0 
311 
= ~ 
op.cit. 
op.cit. 
p. 180 
p. 181 
Rank Total 
1 (x) 234 
2 112 
3 42 
4 28 
5 0 
416 
The "Purpose of School" System. 
Pattern of Agreement 
· 4 agree 
3 agree, 1. 
2, 2 agree 
2 agree 1, 1. 
1,1,1,1. 
~· 
160 = 
No. of Cases 
128 
26 
6 
9 
0 
160 
Rank 
-1-(x) 
2 
3 
4 
5' 
Total 
128 
52 
18 
0 
0 
198 
Thus the reliability of the "Purpose of School" category-set was 
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seen to be higher than that of the "Good Teacher" category-set, which, 
of course, contained more categories. 
Holsti( 29) has also outlined a broadly similar technique 
which is also based on the pattern of coder agreement. The formula 
used is N (N- 1 ) 
2 which gives the number of pairs of coders in 
agreement for each statement coded. Thus when all four coders agree 
on the coding of a particular item, the formula becomes: 
4( 4 - 1 ) 
2 = 6 pairs agreeing, 
whilst if only 3 coders agreed on the classification, the formula 
would read: 
3( 3 - 1 ) 
2 = 3 pairs agreeing. 
In the case of the "Good Teacher" system, 311 statements 
were coded in the reliability study, and thus total unanimity 
amongst coders would be expressed by the figure 311 x 6 = 1866 
pairs. The following table shows the application of Holsti' s method 
to the results of the coding of the "Good Teacher" essays: 
Pattern of Agreement No. of Pairs 
4 coders agree 6 
3 agree, 1 • 3 
2 agree, 2. 2 
2 agree, 1 ' 1 • 1 
1 ' 1 ' 1 , 1 • 0 
The reliability coefficient is thus 1£QI 
1866 
No. of 
234 
56 
14 
7 
0 
311 
Cases 
(x) 
= 86.12% 
In the case of the "Purpose of School" essays the table was as 
follows: (160 statements coded). 
29. O.R. Holsti, op.cit., p. 141. 
Total 
1404 
168 
28 
7 
0 
1607 
Pattern of Agreement No. of Pairs No. of Cases Total 
4 coders agree 6 128 (x) 768 
3 agree, 1. 3 26 78 
2 agree, 2. 2 6 12 
2 agree, 1 ' 1. 1 0 
1 ' 1 ' 1 ' 1 • 0 0 16o 858 
Total unanimity in this ce.,se would be expressed by the figure 
(6 X 160) = 960. 
Thus the reliability coefficient is 858 89.38%. 960 = 
A slight flaw in this method is that a 2 - 2 split 
between the four coders on the coding of any item is counted as tVJo 
pairs agreeing, where as was previously explained, only one agree-
ment was counted as being "correct" VJhen applying all the previous 
formulae. (Since obviously one of the pairs must be wrong in their 
classification). However, even if the number-of pairs in agreement 
was reduced to allow for this criticism, the reliability coeffici-
ents for the tv10 systems would still remain 85.37% ("Good Teacher" 
system) and 88.75% (t'Purpose of School" system). Thus an adequate 
level of reliability is claimed for the overall application of the 
two category sets. 
SECTION THREE. 
However, in addition to the individual reliability of 
coders with respect to the other coders, and to the overa.ll relia.b-
ili ty of the ca. tegory sets, Spiegelman, Tervlilliger and Fearing( 30 ) 
have pointed out that a further reliability test should be applied 
to a content analysis operation; this is the reliability of 
individual categories in the system when compared to other categories. 
30. M. Spiegelman et al, op.ci t. p. 180 
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Lasswell( 31 ) has commented: 
"An important as:9ect of the reliability :oroblem is the 
relative relie.bili ty of categories used in the class-
ification. To what extent was there agreement in the 
application of each of the categories?" 
As a :preliminary step in the calculation of individual 
category 'reliability, the follmving tables \>/ere compiled to show 
a) the total number of times a category was the 11 correct 11 choice 
(as defined :previously); b) the number of these occasions on which 
it was applied correctly by all four coders; c) the number of 
correct individual decisions not forming :part of a unanimous 
agreement, and d) the number of incorrect coding decisions made 
when the category in question was the 11 correct" one. 
TABLE 5 
(A) The "Good Teacher" System: 
CAT. NO. of NO. of X 4 = OTHER TOTAL NO. NO. of 
NO. TIMES TH1ES CAT. NUNBER of CORRECT of CODING 
CAT. is is USED CORRECT INDIVIDUAL CORRECT 'ER.1WRS 
CORRECT 100% ThTD IVID UA L DECISIONS CODING 1:JHE}! 
CORRECTLY DECISIONS DECISIONS 'CAT. 
WAS 
CORRECT 
-1- 30 22 88 23 111 9 
2 17 10 40 18 58 10 
3 2 1 4 2 6 2 
4 2 2 8 0 8 0 
5 1 1 4 0 4 0 
6 1 1 4 0 4 0 
7 1 1 4 0 4 0 
8 1 1 4 0 4 0 
9 1 1 4 0 4 0 
10 1 1 4 0 4 0 
11 12 6 24 18 42 6 
12 5 3 12 4 16 4 
13 5 2 8 8 16 4 
14 4 4 16 0 16 0 
15 1 1 4 0 4 0 
16 21 20 80 3 83 1 
17 8 7 28 2 30 2 
18 0 0 0 0 0 0 
19 6 3 12 8 20 4 
20 1 0 0 2 2 2 
21 0 0 0 0 0 0 
22 1 1 4 ~0 4 0 
23 6 2 8 10 18 6 
31. H.D. Lasswell, N. Leites et al, op.ci t. p. 87 
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CAT. NO. of NO. of X 4 = OTHER TOTAL NO. NO. of 
NO. TIMES TIMES CAT. NUMBER of CORRECT of CODING 
CAT. is is USED CORRECT INDIVIDUAL CORRECT ERRORS 
CORRECT 100% H..TDIVIDUAL DECISIONS CODING WHEN 
CORRECTLY DECISIONS DECISIONS CAT. 
vlAS 
CO~'tECT 
24 1 1 4 0 4 0 
25 6 3 12 8 20 4 
26 1 1 4 0 4 0 
27 1 0 0 2 2 2 
28 1 1 4 0 4 0 
29 2 2 8 0 8 0 
30 0 0 0 0 0 0 
31 2 0 0 6 6 2 
32 21 20 80 3 83 1 
33 0 0 0 0 0 0 
34 1 1 4 0 4 0 
35 2 2 8 0 8 0 
36 2 1 4 3 7 1 
37 0 0 0 0 0 0 
38 1 1 4 0 4 0 
39 2 2 8 0 8 0 
40 0 0 0 0 0 0 
41 2 0 0 5 5 3 
42 10 9 36 3 39 1 
43 4 4 16 0 16 0 
44 1 0 0 3 3 1 
45 0 0 0 0 0 0 
46 16 14 56 4 60 4 
47 2 0 0 5 5 3 
48 1 1 4 0 4 0 
49 1 1 4 0 4 0 
50 0 0 0 0 0 0 
51 2 2 8 0 8 0 
52 0 0 0 0 0 0 
53 22 20 80 6 86 2 
54 3 2 8 3 11 1 
55 1 1 4 0 4 0 
56 0 0 0 0 0 0 
57 1 1 4 0 4 0 
58 0 0 0 0 0 0 
59 3 1 4 6 10 2 
60 15 10 40 15 55 5 
61 0 0 0 0 0 0 
62 19 14 56 14 70 6 
63 8 5 20 9 29 3 
64 0 0 0 0 0 0 
65 9 3 12 17 29 7 
66 0 0 0 0 0 0 
67 1 1 4 0 4 0 
68 12 12 48 0 48 0 
69 2 2 8 0 8 0 
70 0 0 0 0 0 0 
71 2 2 8 0 8 0 
72 3 3 12 0 12 0 
73 1 1 4 0 4 0 
14 0 0 0 ·0 0 0 
281 
TABLE 6 
(B) The 11 Furpose of Schoolrr System: 
CAT. NO. of NO. of X 4 = OTHER TOTAL NO. NO. of 
NO. TIMES THIES CAT. 1'Iill-1BER of CORRECT of CODING 
CAT. is is USED CORRECT INDIVIDUAL CORRECT ERRORS 
CORRECT 100.% IND IVID UA L DECISIONS CODING \mEN 
CORRECTLY DECISIONS DECISIONS CAT. 
WAS 
CORRECT 
-1- 0 0 0 0 0 0 
2 6 5 20 3 23 1 
3 4 3 12 2 14 2 
4 16 14 56 6 62 2 
5 2 2 8 0 8 0 
6 1 1 4 0 4 0 
7. 3 2 8 2 10 2 
8 11 5 20 18 38 6 
9 1 1 4 0 4 0 
10 1 1 4 0 4 0 
11 0 0 0 0 0 0 
12 0 0 0 0 0 0 
13 0 0 0 0 0 0 
14 16 14 56 6 62 2 
15 3 3 12 0 12 0 
16 4 1 4 9 13 3 
17 0 0 0 0 0 0 
18 0 0 0 0 0 0 
19 11 8 32 9 41 3 
20 2 2 8 0 8 0 
21 33 29 116 11 127 5 
22 0 0 0 0 0 0 
23 0 0 0 0 0 0 
24 0 0 0 0 0 0 
25 0 0 0 0 0 0 
26 0 0 0 0 0 0 
27 0 0 0 0 0 0 
28 1 0 0 3 3 1 
29 0 0 0 0 0 0 
30 0 0 0 0 0 0 
31 0 0 0 0 0 0 
32 5 5 20 0 20 0 
33 2 2 8 0 8 0 
34 2 2 8 0 8 0 
35 0 0 0 0 0 0 
36 6 4 16 5 21 3 
37 2 0 0 5 5 3 
38 0 0 0 0 0 0 
39 2 2 8 0 8 0 
40 7 7 28 0 28 0 
41 1 1 4. 0 4 0 
42 1 1 4 0 4 0 
43 1 1 4 0 4 0 
44 0 0 0 0 0 0 
45 1 0 0 3 3 1 
46 15 12 48 9 57 3 
The standard formula for calculating-the reliability 
with which individual categories are applied is: 
100 ( e 1 
( 3 E) 
where E = the total number of statements put into the particular 
category by the analyst, and e 1 e2 and e3 represent the number of 
agreements on the use of the category between each of the coders 
and the analyst. 
The use of this formula poses two problems for the 
researcher, however. Firstly, and most seriously, the results 
obtained are practically meaningless for categories which were 
rarely used. A category which was the "correct" choice only once, 
for instance, appears to have lo"YT reliability if all the coders did. 
not agree in this one instance. More significant in cases such as 
these is the "negative reliability" of the categoryj that is to 
say, whether or not the category was a.greed to be absent by coders 
when it wa.s not the "correct" choice. 
It was decided to apply the a.bove formula positively to 
those categories in both systems which contained 5% or more of all 
statements, and to apply it negatively (ie. to measure coder 
agreement that it was absent when it should have been) to categories 
containing under 5% of all statements. 
The second problem concerns the assumption made by the 
formula that the analyst's coding decision is "correct", since the 
analyst's decisions are used as the denominator. Using the 
definition of a "correct decision" previously explained, however, 
in four cases in the "Good Teacher" system, and in one instance 
in the "Purpose of School" system, the analyst's decision v1as 
"incorrect". In these five instances, the decisions of Coder One 
were used as the denominator whilst the analyst's decisions formed 
part of the numerator, in place of Coder One's decisions.(Ca.tegories 
12, 20 and 28 in the "Good Teacher" system, and Category 3 in the 
"Purpose of School" system, (a wrong choice also affecting a 
"positive" category, ca. tegory 4 ) ) • 
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The "Good Teachertt System. 
Category Number 
1 
2 
16 
32 
53 
62 
Number of Statements 
Falling into Category 
30 
17 
21 
21 
22 
.J.2 
130 
Positive Categories. 
Percentage of Total 
Number of Statements 
9.64% 
5.46% 
6. 75% 
6. 75% 
.7 .07% 
6.10% 
41.77% 
Six categories in the trGood Teacher" system each 
contained five percent or more of the total of· 311 sta.tements. 
Between them, these six categories in fact contained 41.779£ of all 
the statements. 
By reference to the tables given on the previous pages, 
it will be seen that the number of statements falling into each 
category may be multiplied by 4, (the number of coders, including 
the analyst himself), in order to give the number of individual 
coding decisions made. The number of individual coding errors for 
each category is also shown in this table. These results are 
summarised below for the six positive categories in question: 
Category No. of Statements No. of Individ. No. of Individ. 
Number Fallin~ iri to Cat. Codin~ Decisions. Coding Errors. 
1 30 120 9 
2 17 68 10 
16. 21 84 1 
32 21 84 1 
53 22 88 2 
62 19 76 6 
The percentage of correct coding decisions for each category (when 
it was the correct choice) was therefore as follows: 
Category 1 92.50% 
II 2 85.29% 
" 
16 98.81% 
" 32 98.81% 
!I 53 97.7 3% 
II 62 92.19% 
Hhen the given formula was ap-plied to these same categories, the 
results were as follows: 
Category 1 • 100(26 + 30 + 25} = 8100 = 90% 
(3 X 30) 90 
Category 2. 100(16 + 13 + 12} = 4100 = 80.39% 
· (3x17) 5T 
Category 16. 100(21 + 21 + 20} = 6200 = 98.412_6 (3 X 21) 63 
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Categor;y 32. 
Category 53. 
Category 62. 
100(21 + 21 + 20) 
(3 X 21) 
100(21 + 22 + 21) 
( 3 X 22) 
100(18 + 17 + 16) 
(3 X 19) 
= 6200 
63 
= 6400 
66 
= ]100 
57 
= 89 ·47% 
From these figures it may be seen that Category 2 was the only 
positive category for which the level of reliability fell below 
85%. However, since, as the item analysis of coding errors 'listed 
previously-· j_llustrates, category h'l'o was most frequently confused 
with category one, this was not felt to be especially important, as 
categories one and two both dealt with the classroom control of the 
teacher. 
Table 7 
The "Good Teacher" System: Negative Categories. 
(The "negative" reliability of the 6 "positive" categories is also 
included). 
The following figures indicate the percentage agreement between 
coders that the category was absent when it vTas supposed to be 
absent. 
Category 1. 
Category 2. 
Category 3· 
Category 4. 
Category 5. 
Category 6. 
Category 7. 
Category 8. 
Category 9. 
Category 10. 
Category 11. 
100(280 + 278 + 277) 
3(281) 
100(287 + 293 + 289) 
3(294) 
100(308 + 309 + 309} 
( 3 X 309) 
100(309 + 309 + 307) 
( 3 X 309) 
100(310 + 310 + 310) 
(3 X 310) 
100(310 + 310 + 310) 
( 3 X 310) 
100(310 + 310 + JQ2l 
( 3 X 310) 
100(310 + 310 + 310) 
(3 X 310) 
100(310 + 310 + 310) 
(3 X 310) 
100(310 + 310 + 310) 
(3 X. 310) 
100(299 + 297 + 298) 
( 3 X 299) 
= §3500 
843 
= 86900 
882 
= 92600 
927 
= 92500 
927 
= 93000 
930 
= 93000 
930 
= 92900 
930 
= 93000 
930 
= 93000 
930 
= 93000 
930 
= 89400 
897 
= 99.05% 
= 98.53% 
= 99.89% 
= 99.78% 
= 100% 
= 100% 
= 99.89% 
= 100% 
= 100% 
= 99.66% 
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CateB:or;y 12. 1 oo( 21 o + 211 + 310} = 93100 = 99.79% (3 X 311) 933 
Categ·or;y 1 3. 100{304 + 204 + 306} = 91400 = 99.56% ( 3 X 306) 918 
Categor;y 14. ~7 + 207 + 206} = 92000 = 99.89% 
3 X 307) 921 
Categor;y 15. ~0 + 210 + 3092 = 92900 = 99.89% 
3 X 310) 930 
Categor;y 16. 100{290 + 289 + 290l = 86200 = 99.89% (3 X 290) 870 
Categor;y 17. J00(202 + 202 + 300} = 90500 = 99.56% ( 3 X 303) 909 
Categor;y 18. 100{211 + 310 + 311} = 92200 = 99.89% ( 3 X 311 ) 933 
Categor;y: 19. 100{305 + 205 + 204} = 91400 = 99.89% ( 3 X 305) 915 
Categor;y: 20. 100(309 + 209 + 208} = ;22600 = ~lrE ( 3 X 310) 930 
Categor;y 21 • 1 oo( 211 + 311 + 211 2 = 92200 = 100% ( 3 X 311) 933 
.Qategor;y: 22. 100(210 + 210 + 310} = 92000 = ~ ( 3 X 310) 930 
Categor;y: 22. 100(204 + 202 + 205} = 91400 = 99.89% ( 3 X 305) 915 
Categor;y 24. .~00(210 + 210~ = 92000 = 100% ( 3 X 310 930 
Categor;y 25. 100(304 + 303 + 303) = 91000 = 99.45% 
( 3 X 305) 915 
Categor;y 26. 100(210 + 210 + 210} = 92000 = 100% ( 3 X 310) 930 
Categor;y 27. 100{210 + 210 + 2102 = 92000 = 1 OO% (3 X 310) 930 
Categor;y 28. 100(210 + 210 + 2092 = 92900 = 99.89% ( 3 x 31 o) 930 
Ca.tegor;y 29. 100(202 + 209 + 208} = 92600 = 99.89% 
( 3 X 309) 927 
Categor;y 20. 100(211 + 210 + 3112 = 93200 = 99.89% ( 3 X 311) 933 
Categor;y 21. 100(309 + 309 + 309} = 92700 = 100% ( 3 X 309) 927 
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Category 32. '100(290 + 290 + 290) = 87000 = 100% (3 X 290) 870 
Category 33. 1 oo( ,211 + 21 o + ,211) = 93J~~ = 99.89% (3 X 311) 
Ca teg·ory 34- 100(210 + 210 + 310~ = 9,2000 = 100% (3 X 310) 930 
Category 35. 100(209 + ,202+ 309~ = (3 X 309) 
92700 
927 
= 100% 
Categor;y: ,26. 100(209 + 202 + 309~ = 92700 = 100% ( 3 X 309) 927 
Category 37. 1 oo( 211 + ,211 + 211 2 = 92200 = 100% ( 3 X 311 ) 933 
Category 28. 100(208 + 208 + 209~ = 92200 = 29-46~ (3 X 310) 930 
Category 29. 100(,202 + 308 + 309~ = 92600 = 92.89% ( 3 X 309) 927 
Category 40. 1 oo( 211 + ,211 + 211 ~ = 92200 = 100% ( 3 X 311) 933 
Category . 41 . 100(,202 + 209 + 309} = 22700 = 100% ( 3 X 309) 927 
Categor;y: 42. 1 oo( ,201 + 301 + 300} = 90200 = 99.88% ( 3 X 301) 903 
Category 42· 100(207 + 207 + 207~ = 22100 = 100% ( 3 X 307) 921 
Category 44. 100(,210 + 207 + 210~ = 92700 = 99 .67~ ( 3 X 310) 930 
Category 42. 100(211 + 211 + 211} = 92200 = 100% ( 3 X 311 ) 933 
Categor;y: 46. 100(292 + 225 + 222~ = 88,200 = 99.17% (3 X 295) 885 
Categor;y: 47. 1 oo( 202 + ,209 + ,209}· = 92700 = 100% ( 3 X 309) 927 
Categor;y: 48. 100(,210 + ,210 + ,210) = 22000 = 100% (3 X 310) 930 
Category 49. 100(,210 + 210 + ,210} = 9,2000 = 100% (3 X 310) 930 
Catee;or;y: 50. 1 oo( ,211 + 211 + ,211) = 93,200 = 100% (3 X 311) 933 
Category 51 . 100(202 + 309 + 309} = 92700 = 100% ( 3 X 309) 921 --
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Categor;y: 52. 1 oo( 311 + 211 + 311 2 = 93300 = 100% (3 X 311) 933 
Categor;y: 52· 100{289 + 288 + 2892 = 86600 = 99.88% ( 3 X 289) 867 
Categor;y: 54. 100{208 + 208 + 2052 = 92100 = 99 .67~ ( 3 X 308) 924 
Categor;y: 55. 100{210 + 210 + 310} = 93000 = 100% (3 X 310) 930 
Categor;y: 56. 100(211 + 211 + 211 2 = 93300 = 100% ( 3 X 311) 933 
Ca tegor;y: 57. 100{310 + 310 + 310} = 93000 = 100% (3 X 310) 930 
Ca tegor;y: 58. 1 00{ 211 + 211 + 211 2 = 92300 = 100% (3 X 311) 933 
Ca tegor;y: 59. 100{307 + 208 + 307} = 92200 = 99. 78~ ( 3 X 308) 924 
Categor;y: 60. 100{2f6 + 226 + 292} = 88400 = 99-24~ 
3 X 296) 888 
Categor;y: 61. 1 oo{ 211 + 211 + 211 2 = 93300 = 100% (3 X 311) 933 
Cate~or;y: 62. 100(292 + 289 + 2902 = 87100 = 99-42~ ( 3 X 292) 876 
Categor;y: 62. 100{201 + 202 + 302} = 20600 = 99.6726 ( 3 X 303) 909 
Categor;y: 64. 1 oo( 211 + 211 + 211 2 = 92300 = 100% ( 3 X 311) 933 
Categor;y: 65. 100{201 + 222 + 3002 = 90000 = 22. 28~ ( 3 X 302) 906 
Categor;y: 66. 1 00{ 211 + 211 + 211 } = 93300 = 100% (3 X 311) 933 
Categor;y: 67. 100{202 + 210 + 310} = 92200 = 92 .822~ ( 3 x 31 o) 930 
· Ca tegor;y: 68. 100(2f9 + 299 + 298} = 89600 = 99.89~ 
3 X 299) 897 
Categor;y: 62. 1 00( 202 + 202 + 209} = 92700 = 100% ( 3 X 309) 927 
Ca tegor;y: 70. 1 oo( 211 + 211 + 311 2 = 93300 = 100% (3 X 311) .933 
Cate~or;y: 71. 100(202 + 209 + 309} = 92700 = 100% ( 3 X 309) 927 
Ca tegor;y: 72. 100(307 + 308 + 308l = 92300 = 99.89% 
. . ( 3 ·x 308) . . .. .924 
Ca te~·or;y: 73. 100(310 + 310 + 310} = 93000 = 100% 
(3 X 310) . 930 
Categor;y: 74. 100(311 + 311 + 311} = 93300 = 1 002[ 
(3 X 311) 933 
It may be seen from the above table that "negative 
reliability" ·for all categories vias extremely high indeed. Of the 
73 categories, 37 were not used even once in error, whilst a further 
18 were used in error only once. Only one category, Category 2, had 
a level of negative reliability below 99>~ (98.539{). These figures, 
together \<Ti th the "positive reliability" figures for the 6 categories 
containing over 5%of all statements, indicate a very high level of 
reliability for the individual categories in the "Good Teacher" 
system. The follmving table indicates clearly the number of times 
that each category was used in error. (Four coders each made 311 
coding decisions; thus the total number of coding decisions was 
~244). 
TA:BLE 8 
Categ:or;y:. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
NO. of TIMES ]:.li.CH "GOOD_TE.li.CHER" CATEGORY WAS 
USED IN ERROR. 
No. of Times Used Percentage of Total 
In Error. No. of Decisions. 
8 0.64% 
13 1 .05% 
1 0.08% 
2 0.1696 
0 oo~ /U 
0 O% 
1 0.08% 
0 O% 
0 O% 
0 O% 
3 0. 24?~ 
-2 0.16% 
4 0.32% 
1 0.08% 
1 0. 085( 
1 0.08% 
4 0.32% 
1 o·.o8% 
1 0 .08~~ 
4 0.32/ 
0 0~ 
0 ovL ;o 
1 0.08% 
0 O% 
5 0.40% 
0 O% 
0 o% 
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Categor;y-. 
28 
29 
30 
31 
32 
33 
34 
35 
36 
37 
38 
39 
40 
41 
42 
43 
44 
45 
46 
47 
48 
49 
50 
51 
52 
53 
54 
55 
56 
57 
58 
59 
60 
61 
62 
63 
64 
65 
66 
67 
68 
69 
70 
71 
72 
73 
74 
No. of Times Used 
In Error. 
1 
1 
1 
0 
0 
1 
0 
0 
0 
0 
5 
1 
0 
0 
1 
0 
3 
0 
2 
0 
0 
0 
0 
0 
0 
1 
3 
0 
0 
0 
0 
2 
4 
0 
5 
3 
0 
6 
0 
1 
1 
0 
0 
0 
1 
0 
0 
Percentage of Total 
Fo. of Decisions. 
0.08% 
0.08% 
0.08% 
O% 
O% 
0.08% 
07~ 
O% 
o;: 
0~~ 
0 .40>~ 
0.08% 
O% 
O% 
0.08% 
O% 
0.24% 
O% 
0.16% 
O% 
O% 
o~: 
o;b 
O% 
O% 
0.08% 
0. 24;:: 
05( 
O% 
O% 
o;: 
0.16% 
0.32;~ 
o;: 
0. 405; 
0.24% 
O% 
0.48.< 
05:/ 
0.08% 
0.08% 
O% 
O% 
O% 
o.oe% 
O% 
o;·~ 
As may be seen from this table, only category two was 
used more than 8 times in error (13 times) in a total of 1244 
coding decisions (4 x 311). This figure of 13 errors represents 
only 1 .05% of the total number of coding decisions made. All in all 
there were 95 individual coding errors, representing only 7.6450 of 
the total number of decisions. Thus 92.36% of coding decisions 
vrere correct. The following table shows individual coder errors. 
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TABLE 2 
ITEM ANALYSIS of INDIVIDUAL CODING ERRORS • 
. "GOOD TEACHER'.' _SYSTEM. 
CORRECT CODER CODER CODER ANALYST No. of 
CATEGORY. ( 1 ) (2) ( 3) { ~) ERRORS. 
CATEGORY USED IN ERROR. 
1 2/2/2/2 7/2/2/2/60 9 
2 1/ 1/11/11/1 1/60/4/11/4/ 10 
3 1/ 1/ 2 
4 
5 
6 
7 
8 
9 
10 
11 2/3/ 44/44/ 1/1/ 6 
12 13/13/ . 13/13/ 4 
13 60/2/2/ 12/ 4 
14 
15 
16 19/ 1 
17 33/ 28/ 2 
18 
19 25/ 35/16/ 25/ 4 
20 59/ 59/ 2 
21 
22 
23 63/ 20/17/ 20/17/17/ 6 
24 
25 38/23/ 12/38/ 4 
26 
27 25/ 15/ 2 
28 
29 
30 
31 30/ 14/ 2 
32 29/ 1 
33 
34 
35 
36 18/ 1 
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TAELE 9 (cont.) 
CORRECT CODER CODER CODER ANALYST No. of 
CATEGORY ( 1) (2) ( 3) ( ~} ERRORS. 
CATEGORY USED IN ERROR. 
37 
38 
39 
40 
41 2/ 39/38/ 3 
42 44/ 1 
43 
44 42/ 1 
45 
46 65/65/ 65/62/ 4 
47 65/20/ 65/ 3 
48 
49 
50 
51 
52 
53 67/ 62/ 2 
54 68/ 1 
55 
56 
57 
58 
59 20/20/ 2 
60 62/2/62/62/ 54/ 5 
61 
62 2/ 63/53/ 46/54/ 5 
63 72/ 65/54/ 3 
64 
65 38/63/ 25/ 38/25/17/46/ 7 
66 
67 
68 
69 
70 
71 
72 
73 
74 
The "Purpose of School" System. Positive Categories. 
Category Number 
4 
8 
14 
19 
21 
46 
Number of Statements 
Falling into Cate~ 
16 
11 
16 
11 
33 
15 
102 
Percentage of Total 
Number of Statements 
1 o.oo% 
6.88% 
1 O.OO% 
6.88% 
20.63% 
9.38% 
63.77% 
Six categories in the "Purpose of School" system each 
contained five percent or more of the total of 160 statements. 
These six categories between them in fact accounted for 63.77% of 
all the statements made, whilst one of them, category -21, itself 
contained 20.63% of all statements. 
When the number of statements falling into each category 
is multiplied by 4 to give the number of possible correct individual 
coding decisions, the following table may be compiled. The table 
also indicates the number of individual coding errors occuring when 
each of these categories was "correct". 
Category Number of Sta.tements No. of Indiv. No. of Indiv. 
Number Falling into Ca.tegor;y Coding Decisions Coding: Errors 
4 16 64 3 
8 11 44 6 
14 16 64 2 
19 11 44 3 
21 33 1 32 5 
46 15 60 3 
The percentage of correct coding decisions for each category when 
it was the correct choice was as follovJS: 
Category 4 = 95.31% 
II 8 = 86.36% 
II 14 = 96.87% 
II 19 = 93.18% 
II 21 = 96.21% 
II 46 = 95.00% 
When the formula. discussed previously was applied to 
these six positive categories, the results were as follows: 
Ca tegor;y 4· 1 00( 16 ( 3 + 14 + 1.21 = 4500 = 92· 75~ 
X 16) 48 
Categor;y 8. 100(8 + 8 + 11} = 2700 = 81 .82~ (3 X 11 ) 33 
Category 14. 
Category 19. 
Ca.tegory 21 . 
Category 46. 
100(16 + 16 + 14) 
(3 X 16) 
100(11 + 10 + 9) 
(3 X 11) 
100(32 + 32 + 30) 
(3 X 33) 
100(14 + 15 + 13) 
(3 X 15) 
= 4600 
48 
= 3000 
33 
= 9400 
99 
= 4200 
45 
= 95.83% 
= 94.95% 
= 93.33% 
From these figures it may be seen that the reliability 
of all the "positive" categories apart from category 8 (81 .82%) was 
above 90%. 
Table 110 
Negative Reliability. (Including the negative reliability of the 
positive categories). 
The following figures indicate the percentage agreement between 
coders that the categ·ory in question was absent when it was supposed 
to be absent. 
Category 1 • 
Category 2. 
_c __ a te_,g.._o __ r_..y __ -'3. 
Category 4-
Category 5. 
Category 6. 
Category 7. 
Category 8. 
Category 9-
Category 10. 
Category 11 • 
Category 12. 
100(160 + 160 + 160) 
( 3 X 160) 
100(153 + 154 + 151) 
(3 X 154) 
100(154 + 155 + 155) 
( 3 X 156) 
100(1(~ + 142 + 144) 
X 144) 
1 00( 1'58 + 1 57 + 1 58) 
( 3 X 158) 
100(159 + 159 + 159) 
( 3 X 159) 
100(157 + 156 + 156) 
( 3 X 157) 
100(149 + 148 + 149) 
( 3 X 149) 
100(159 + 159 + 159) (3 X 159) 
100(159 + 159 + 159) 
( 3 X 159) 
100(160 + 160 + 160) 
(3 X 160) 
100(160 + 160 + 159) 
(3 X 160) 
= 48000 
480 
= 45800 
462 
= 46400 
468 
= 42800 
432 
= 47300 
474 
= 47700 
477 
= 46900 
471 
= 44600 
447 
= 47700 
477 
= 47700 
477 
= 48000 
480 
= 47900 
480 
= 97.15% 
= 99.01% 
= 99.79% 
= 99.58% 
= 99-7~ 
= 99.79% 
?93 
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Categor;y: 13. 100(160 + 160 + 160} = 48000 = 100% ( 3 X 160) 480 
Category 14. 100(142 + 111 + 141) 
( 3 X 144) = 43~3~ = 99.54% 
Categor;y: 15. 100(1t7 + 157 + 156} = 47000 = 99.79% 
3 X 157) 4'/1 
Categor;y: 16. 100(1(6 + 156 + 156} = 46800 = 100% 
3 X 156) 468 
Categor;y: 17. 100(160 + 160 + 160} = 48000 = 100% (3 X 160) 480 
Categor;y: 18. 100(160 + 160 + 160} = 48000 = 100% (3 X 160) 480 
Categor;y: 19. 100(142 + 142 + 149) = 44700 = 100% (3 X 149) 447 
Categor;y: 20. 1 oo( 15s + 157 + 15s} = 47200 = 99-79% (3 X 158) 474 
Category 21 . 100(127 + 126 + 127) = 38000 = 99.74% ( 3 X 127) 381 
Categ-or;y: 22. 100(160 + 159 + 152) = 47800 
' 
22.58% (3 X 160) 480 
Categ:or;y: 23. 100(160 + 160 + 160} = 48000 = 100% ( 3 X 160) 480 
Categ:or;y: 24. 100(160 + 160 + 160) = 48000 = 100% (3 X 160) 480 
Categor;y: 25. 100(160 + 160 + 160) = 48000 = 100% (3 X 160) 480 
Categor;y: 26. 100(1t9 .+ 160 + 160} = 47900 = 99 ·19% 
3 X 160) 480 
Categor;y: 27. 100(160 + 160 + 160) = 48000 = 100% ( 3 X 160) 480 
. Categor;y: 28. 100(1t2 + 152 + 129) = 47700 = 100% 
3 X 159) 477 
Categor;y: 29. 100(160 + 160 + 160) = 48000 = 100% (3 X 160) 480 
Ca tegor;y: 30. 100(160 + 160 + 160) = 48000 = 100% (3 X 160) 480 
Categor;y: 31 . 100(160 + 1~2 + 159) = 47800 = 99.58% (3 x 1 o) 480 
Categor;y: 22. 100(155 + 155 + 154) = 46400 = 99.78% (3 X 155) 465 
Ca tegor;y: 33· 100(158 + 158 + 158) = 47400 = 100% ( 3 X 158) 474 
Ca. tegory · 34. 
Category 35. 
Category 36. 
Category 37. 
Category 38. 
Ca. tegory 39. 
Category 40. 
Category 41. 
Ca. tegory 42. 
Ca. tegory 43. 
Category 44. 
Category 45. 
Category 46. 
100(1(8 + 158 + 158} 
3 X 158) 
100(160 + 160 + 160} 
(3 X 160) 
100(154 + 152 + 150) 
(3 X 154) 
1 00( 1 (1 + 1 58 + 1 57 ) 
3 X 158) 
100(160 + 160 + 160) 
( 3 X 160) 
100(158 + 158 + 158) 
( 3 X 158) 
100(1(5 + 152 + 153) 
X 153) 
100(159 + 159 + 159} 
(3 X 159) 
100(159 + 159 + 159} 
(3 X 159) 
100(1(3 + 159 + 159} 
X 159) 
100(160 + 160 + 160) 
(3 X 160) 
100(159 + 159 + 159} 
( 3 X 1 59) 
100(144 + 145 + 145) 
(3 X 145) 
= 47400 = 100% 
474 
= 48000 = 100% 
480 
= 45600 = 98.70% 
462 
= 47200 = 99.58% 
474 
= 48000 = 100% 
480 
= 47400 = 100% 
474 
= 45800 = 99.78% 
459 
= 47700 = 100% 
477 
= 47700 = 100% 
477 
= 47700 = 100% 
477 
= 48000 = 100% 
480 
= 47700 = 100% 
477 
= 43400 = 99.77% 
435 
From the above table it may be seen that the "negative 
reliability" of the categories in the "Purpose of School" category 
system was extremely high. 27 of the 46 categories were not used in 
error even once, whilst a further 10 categories were used in error 
once only. Only <;me ca.·tegory, (Category 36) had a negative reliabil-
ity below 99% ( 98. 70%). These figures, Hhen considered in conjunc-
tion with the levels of reliability achieved for the 6 "positive" 
categories in the system, indicate very high reliability for the 
individual categories in the "Purpose of School" system. 
The following table indicates clearly the number of 
times in which each category was used in error.(Four coders each 
mad.e 160 coding decisions; thus the total number of decisions was 
640). 
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TABLE 111 
Category. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
31 
32 
33 
34 
35 
36 
37 
38 
39 
40 
41 
42 
43 
44 
45 
46 
NO. of TIMES ·"PURPOSE of SCHOO'L" CATEGORIES HERE 
USED IN ERROR._ 
No. of Times Used 
In Error. 
0 
4 
4 
4 
1 
0 
2 
1 
0 
0 
0 
1 
0 
2 
1 
0 
0 
0 
0 
1 
1 
2 
0 
0 
0 
1 
0 
0 
0 
0 
2 
1 
0 
0 
0 
6 
2 
0 
0 
1 
0 
0 
b 
0 
0 
1 
Percentage of Total 
No. of Decisions. 
O% 
0.625% 
0.625% 
0.625% 
0.16% 
O% 
0.31% 
0.16% 
09? 
O% 
O% 
0.16% 
O% 
0.3196 
0.16% 
O% 
O% 
O% 
O% 
0.16% 
0.16% 
0.31% 
O% 
O?-h 
O% 
0.16% 
05£ 
O% 
O% 
O% 
0.31% 
0.16% 
O?t 
o:~ 
O% 
0.94% 
0. 31 >~ 
O?~ 
O% 
0.16% 
O% 
Oj~ 
O% 
O% 
o;~ 
0.16% 
·As this table shovrs, only one category 36), 
was used more than 4 times in error in a total of 
(category 
640 coding 
decisions. Category 36 was used in error on 6 occasions, represent-
ing 0.94% of the total number of coding decisions made. Altogether 
there were 38 individual coding errors, representing 5.9496 of the 
total number of decisions. Thus 94.06% of coding decisions were 
correct. The following table shows individual coding errors. 
297 
TABLE 12 ITEM ANALY.SIS of INDIVIDUAL CODING ERRORS. 
"PURPOSE of SCHOOL" SYSTEM. 
CORRECT CODER CODER CODER ANALYST No. of 
CATEGORY ( 1 ) (2) _(.ll_ ( 4) ERRORS • 
. . . 
CATEGORY USED IN ERROR. 
1 
2 36/ 1 
3 46/ 8/ 2 
4 7/3/ 3/ 3 
5 
6 
7 4/ 2/ 2 
8 4/3/3/ 7/4/5/ 6 
9 
10 
11 
12 
13 
14 36/36/ 2 
15 
16 21/31/ 31/ 3 
17 
18 -
19 20/ 36/15/ 3 
20 
21 2/ 22/ 32/22/2/ 5 
22 
23 
24 
25 
26 
27 
28 26/ 1 
29 
30 
31 
32 
33 
34 
35 
36 14/14/ 37 I 3 
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"PURPOSE OF SCHOOL" SYSTEM. 
CORRECT CODER CODER CODER ANALYST No. of 
CATEGORY. ( 1 2 (22 ( 3) ( 12 ERRORS. 
CATEGORY USED IN ERROR. 
37 36/40 36/ 3 
38 
39 
40 
41 
42 
43 
44 
-· 
45 4/ 1 
46 37/ 12/2/ 3 
To summarise, on the basis of these results, it was 
decided that the reliability of the coding operation had reached 
a satisfactory level. The reliability of a) the coders; b) the 
overall category systems and c) the individual categories within 
both systems had been demonstrated, and the analyst considered 
that he was justified in proceeding to code the entire sample 
of essays himself. 
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THE VALIDITY of THE CONTENT ANALYSIS OPERATION. 
The problem of the validity (defined conventionally by 
Holsti( 32 ) as " ••• the extent to which an instrument is measuring 
what it is intended to measure_!'), of a set of categories is a 
difficult one, and insufficient research has been devoted to the 
subject. The major contributions to the field have been made by 
Berelson,(33) Holsti,(34) and Lasswell and Leites.(35)As Berelso£36) 
has commented: 
" ••• given the tendency of analysts to draw inferences 
about the causes of communication from their data, 
less than a commensurate share of attention has been 
paid to problems of validity." 
As Lasswell has pointed out, however, evidence of 
validity is essential, since it is possible, (though unlikely), that 
the categories comprising the set could be random groupings of 
statements. In addition, the analysts might be biased and/or 
unskilled, and the rules of classification (ie. for the use of the 
various categories) might be incorrect. Doubts about the coders 
themselves may largely be removed by proving inter-code reliability, 
but the analysis itself may still be invalid due to faulty procedural 
rules~ As a result:(37) 
" ••• it is desirable to make the procedural rules as 
explicit as possible in order to reduce spurious 
errors to a minimum." 
Lasswell and Leites have explained the two sorts of error 
which can adversely affect the validity of a content analysis 
procedure. Firstly there are "systematic errors," v1hich are errors 
in the procedural rules given to coders, leading to faulty coding 
classification of statements. Secondly there are "spurious errors," 
mentioned above, which occur as a result of differences betv.Jeen the 
32. 0 .R. Holsti, op.cit. P· 142 
33· B. Berelson, op.cit. 
34. O.R. Holsti, op.cit. 
35. H.D. Lasswell, N. Leites et al., op.cit. 
36. B. Berelson, op.cit. P• 149 
37. H.D. Lasswell, l.:. Leites et al., op.cit. P· 75 
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interpretations of the coders. LasS\vell ( 38 ) has commented: 
"One of the chief advantages of precise and deta.iled 
definitions of the content analysis categories is the 
reduction of spurious errors of judgement." 
A major stumbling-block in ascertaining whether or not 
the application of a category-set is valid or not has been explained 
by both Holsti(39) and Lasswell:(40) 
and: 
"The meaning of validity may differ from study to study 
depending on the investigator's purpose." 
"In a sense, every application of content analysis 
employs a new set of procedures, and the problem 
of validity begins de novo." 
That this,is the case is due to the fact that the 
conventional "proofs 11 of validity are seldom available to the content 
analyst, especially if, as in this case, he is breaking new gfoun~~ 1 ) 
"The validity of a measuring device is usually studied 
by comparing the results or measures obtained from it 
with those obtained by another device ••• (which has 
already been validated) • " 
It is usual in content analysis, however, that no such 
device is available, and then, as Lasswell(42) has indicated, 
" ••• the problem of establishing validity becomes difficult." 
Whilst it is insufficient to show only that the category 
systems are reliable, Berelson and Holsti have both emphasised that 
although reliability and validity are separate problems, high 
reliability between coders can be a strong indicator of validity, 
in other words an indicator that the categories do represent the 
independent definitional units which they claim to represent:( 43) 
38. 
39. 
40. 
41. 
42. 
43· 
Ibid. 
0 .R. 
H.D. 
Ibid. 
Ibid. 
" ••• in most cases, validity does not seem to be a major 
problem in content analysis. Most of the time, careful 
definitions of categories and judicious and alternative 
selection of indicators will take care of the matter. 
P• 63 
Holsti, op.cit. p. 143 
Lasswell, N. Leites et al., p. 74 
P• 58 
P• 58 
B. Berelson, op.cit. pp. 169 - 171 
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••• in cases in which there is high agreement on the 
definitions of the releva.nt categories, there is 
li tt.le difficulty in achieving validity •••• But since 
validity is so largely a definitional problem, it is 
not so easy v1hen the basic definitions are not clear· 
or widely a.ccepted. 11 
Holsti( 44 ) has added: 
11Choice of categories and content units similarly 
enhances or diminishes the likelihood of valid 
inferences; unless they are appropriate indices of 
the ••• attitudes ••• the analyst \vants to measure, 
inferences drawn from the findings will not be 
valid ••• validity is ••• inextricably interrella ted \vi th 
••• reliability." 
Having made this point, Holsti continues to explain the 
accepted proofs of validity in social science research. They are: 
1.) Content (or "face") validity 
2.) Concurrent validity 
3.) Construct validity. 
He suggests that content validity has been most 
frequently relied upon in content analysis. Content validity rests 
upon what Berelson and Holsti have already defined as "the informed 
judgement" of the investigator and his coders. Given that the sample 
of documents analysed was representative, that coding \·Jas proved to 
be reliable, and results are plausible and co~sistent with other 
information about the phenomena being studied, then Holsti believes 
the criteria for content validity to have been established, 
especially if, as in this ce,se, the study is intended to be purely 
descriptive of the content. 
Concurrent validity is established by comparing the 
results of a. content analysis to an external criterion; as Holstl 45 ) 
comments: 
"If a. measure is able to distinguish sources with 
known differences ••• the validity of the measure for 
that purpose is confirmed. 11 
Concurrent validity is most useful when it is necessary to 
distinguish between two groups whose status (at the time of test-
ing) is known to be different,· (for instance, pupils of different 
ages). The coefficient of correlation thus obtained is a ~uantit-
44. ·O.R. Holsti, op.cit. p. 143 
45. Ibid. p. 145 
302 
ative measure of the relationship. 
Construct validity, however, is the most relevant ·to 
content analysis. It is concerned not merely with validating the 
measure itself, but also vri th the theory which underlies the 
measure:< 46 ) 
"It is not enough to establish that variable X is a 
good. predictor of variable Y, or that it is capable 
of discriminating between individuals of type A or 
type :S. It also involves explaining why variable X 
has these properties." 
The underlying hypotheses should be capable of being generalised; 
that is, be applicable in different situations. 
Holsti's summary has been developed in detail by Lasswell 
and Leites, who have made by far the most substantial contribution 
to the problem of validity in content ~nalysis. They do not agree 
that the validity problem is one that is easil) solved, and they 
develop the point made earlier by Berelson: ( 47 
"The problem of valid semantic content analysis is 
an extremely difficult one ••• the operations require 
judgements of meaning, an extremely complex and 
variable type of human response. In estimating the 
meaning ••• the analyst's judgements are guided to a 
large extent by the rules of the content analysis. 
We may expect that such estimates can be made with 
a fair degree of accuracy for communications which 
employ every-day discourse, in as much as there is 
a high degree of constant and generally accepted 
signification for the signs of a language." 
Lassvrell and Leites(48 ) ~o on to suggest that a major 
necessity, therefore, is to establish whether or not each individual 
category in the system encompasses statements which convey the 
same meaning (that assumed by the researcher) to other coders. This 
is necessary since: 
" ••• words have ••• characteristic differences in 
meaning ••• for different social groups •••• " 
An additional problem for the analyst is that some content 
analyses (as in this case) a.re concerned with estimating the meanings 
46. Ibid. p. 148 
47. :S. :Serelson, op.cit., pp. 59-60 
48. H.D. Lass\vell, N. Leites et al, op.cit., p. 62 
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of the communicator as revealed. in the content data. Content 
analysis procedures, according to Lasm<~ell, ( 49 ) assume a 11 one-to-
one correspondence beh1een certain sign-vehicles and certain 
signification responses • 11 The problem lies, hov1ever, in proving 
this correspondence; indirect va.lida tion is more probable than 
direct validation in these cases, since there are:(50) 
" •.• enormous difficulties involved in obtaining an 
unambiguous delineation of the semantic meanings 
which occur spontaneously \·.Then words are perceived •11 
Thus the onus is on the researcher to show that the 
definitions of words and phrases used in his analysis are 11 correct. 11 
Lasswell(51 ) produces an extremely complicated argument 
in order to propose vJha t is basically a very simple means of 
assessing the validity of the analyst's categ·ory definitions. His 
yard-stick is the behaviour of the coders themselves: 
11When vre define a term, we specify what is taken into 
account vlhen that term is perceived by some group of 
sign-users. Such definitions may be regarded as 
hypotheses which are to be tested by observing the 
behaviour of those who use the sign. If VTe find that 
the stimuli VThich illicit the use of the term and the 
responses of those who perceive the term are consistent 
with our hypothetical definition of that term, we 
accept that definition as correct. 11 
This appears to be an unduly elaborate \<Tay of pointing 
out the assumption which underlies content-analysis, namely that the 
analyst assumes that statements made by the communicator have the 
same meaning for the coders. In the case of this research, there 
seems little to reason to doubt that statements such as 11 can keep 
control of the class" have a common meaning amongst pupils and 
teachers, 2.nd even, the reliability figures for the category-sets 
suggest, for those people (Coder Three) not involved in education. 
Lasswell is arguing, therefore, that the reliable 
application of a set of categories to communications data is, as 
Berelson and Holsti have already suggested, in itself proof of 
validity. The "pragmatic response" of the coders, in other words 
their coding behaviour, folloVTs a set pattern if coding is indeed 
49. Ibid. p.68 
50. Ibid. 
51. Ibid. p. 69 
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reliable, thus providing evidence for the hypothesis that the word 
groups of which the categories are comprised do in fact have a 
definite significanc·e, 11hich it seems reasonable to assume is the 
significance ascribed to them by the researcher, othenJise coders' 
responses would not be consistent. 
Lasswell believes that reliable coding indicates that 
there is definitely something common to the significations coded 
similarly, since theoretically the number of possible gToupings of 
sign-vehicles is unlimited. He suggests that what this common 
characteristic actually is is largely irrelevant provided that the 
category is functional. The problem of being certain that the 
analyst has correctly specified the common significance does not 
really arise, according to Lasswell,(52) since: 
"There is usually no reason for questioning the ability 
of the content analyst to name correctly the common 
characteristics •••• After a.ll, the content analyst knows 
••• vThat characteristics of the significations he wants 
to separate. If his classification scheme is reliable 
••• and productive it would be most unlikely that he 
misinterpreted the meaning of the words vThich he was 
classifying." 
Lasswell(53) continues by developing the idea expressed 
above of the productivity of category-sets. He states that: 
" ••• the higher the degTee of productivity, the higher 
the probability that each. category of the content 
analysis is a functional class." 
By "productivity", Lasswell means the frequency of correlations 
produced between category use and other variables, such as, ( in this 
study) age, sex, stream, and school attended:( 54) 
"The larger the number of relationships established by 
the use of a content analysis technique, the higher the 
probability that the procedure estimates signification 
responses correctly, and hence the higher the degree 
of validity." 
In addition, according to Lasswell,( 55 ) correlations that occur 
52. Ibid. p.72 
5 3 • Ibid • p. 71 
54. Ibid. p.72 
55 • Ibid. p. 7 4 
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between the use of categories in the results also provide evidence 
of validity, since such correlations reveal tha.t: 
" ••• each class has a certain common signification 
for the communicator, and that there is a functional 
relationship betvJeen these t\-10 classes of significations 
in the behaviour of the com.municator.n 
Thus, evidence of correlation beb-1een frequency of 
category use and other variables (including the use of other cat-
egories) provides proof of validity; Lasswell states that va.lidity 
increases as the number of proven relationships increases, and also 
that the ~ of relationship vrhich is found to exist affects the 
weight of validity evidence, since with a quantitative variable 
such as I.Q., co~relations with category use indicate high validity. 
Validity is lovrer with a non-quantitative variable. 
It is also important that the variables correlated with 
category use are those which can affect the content of the 
communication data. They must be factors of the communicator's 
environment which would be expected to affect test performance; eg. 
I.Q., social class, age. In general, Lasswell asserts that the 
larger the number of relationships established· by the use of a 
content analysis technique, the higher the probability that the 
proced~e estimates signification responses correctly, and hence the 
higher the degree of validity. 
Lasswell thus makes the case for the use of construct 
validity in determining the overall validity of a content analysis 
procedure. He states that:(56) 
"Without such a validation procedure, it. is impossible 
to give a rational ju-stification for the operation • 
.•• It would be necessary to rely solely upon the 
opinion of the content ana.lysts themselves that ••• content 
analysis techniques estimate,signification responses 
correctly ••• to say that a content analysis technique 
has a high degTee of productivity is to say that the 
categories ••• occur as variables in many true empirical 
propositions ••• the results ••• are found to be correlated 
with other variables ••• one variable may then be regarded 
as the indicator of the other." 
Lassv1ell believes that the thematic approach to unitizing 
employed in this study (the approach called 11 assertions analysis 11 
by Lasswell himself) will usually yield the highest possible number 
56. Ibid. pp. 64-66 
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of such correlations, and thus it is the most productive type of 
content analysis: (57) 
" ••• in as much a.s the 'thematic content' corresuonds 
most nearly to the overall signification of a 
communication. The assertions found in a communication 
are the primary indicators of the intentions and 
motives of the communicator ••• we may expect, therefore, 
many correlations •••• " 
LassvJell concludes by emphasising the importa.nce that 
precise definition of the categories has for the validity as Hell 
as the reliability of the system. He states that categories are 
unlikely to be productive unless they contain "homogeneous signific-
ations." He specifies two types of error; "errors of commission" 
will occur unless:(5B) 
" ••• all sign-vehicles or groups of sign-vehicles 
which are classified into the same categories refer 
to the same thing." 
whilst errors of omission occur unless:(59) 
" ••• all sign-vehicles or gToups of sign-vehicles 
which are excluded from a given category do not 
refer to the same thing, as do the sign-vehicles 
which are included." 
These points have already been dealt with satisfactorily in Chapter 
5. 
Three final rules for content analysis validity are 
given: 
1 .) The classification rules should be explicit. 
2.) Rules should be refined until the largest correlations 
beh1een categories and other variables are obtained •. 
3.) "Every application of a content analysis technique should 
present some evidence of validity by shovring some 
relationships between content characteristics and other 
variables." (60) 
Validity is thus claimed for the hro category systems 
used in this research on three grounds. Firstly, content or face 
validity is claimed follovling the criteria laid down by Holsti, 
namely that the sample of documents analysed was representative, that 
57. Ibid. P· 67 
58. Ibid. p. 68 
59. Ibid. 
60. Ibid. p. 81 
coding was reliable and that results were plausible. According to 
Holsti, these criteria are especially applicable in the case of a 
descriptive study such as this one. 
Content validity also rests, as has been stated already, 
on the "informed judgement" of coders. The four coders involved, 
including the researcher, gradually refined the systems until in 
their opinion the categories were mutually exclusive and reflected 
accurately the statements made by school children on the two topics. 
Importantly, 3 of the 4 coders (including the researcher) were 
experienced secondary-school teachers. 
Concurrent validity is also claimed since, as 
Appendices 4 & 5 indicate, many correlations were proved to exist 
between category use and variables such as age, sex, stream and 
social class. Thus, groups known to be different at the time of 
testing were distinguished by the category systems. As has already 
bee~ remarked, Lasswell has stated that validity increases as the 
number.of proven relationships increases, and that correlations 
0 
of category use with a quantitative variable such as I.Q., or 
age, indicate high validity. 
Finally, the variables correlated with category use in 
this study are those which could reasonably be expected to affect 
the opinions expressed in the essays. Eg. I.Q., stream in school, 
age, social class. Construct validity is claimed as a result, since 
it is reasonable to hypothesise that pupils of these different 
characteristics could have different opinions on the topics in 
question. 
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CHAPI'ER 7. 
THE RESULTS of THE CONTENT ANALYSIS: (Part One) 
THE "GOOD TEACHER" CATEGORY SYSTEM. 
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The results of a content analysis are usually ex~ressed 
as frequency tables which indicate a) the total number of statements 
coded into each separate category, end b) the total number of 
individual respondents who used each category at least once. Both 
frequencies may be expressed as percentages: (a) as a percentage 
of the total number of statements made, and (b) ·as a percentage ~f 
the total number of respondents. Oppenheim( 1) has indicated that: 
"Considerable interest may attach to these overall 
tabulations, while any further tables 1·rill mer~ly 
be in the nature of elaborations. 11 
The "further tables 11 are inter-correlations between variables; of. 
these cross-tabulations, Op~enheim( 2 ) has 1..rarned: 
"Most surveys are never analysed out completely: 
the analysis stops for lack of money or time." 
and has added that we must(3) "learn to curb our urge" to do too 
many cross-tabulations. 
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One problem for the researcher is, as has already been 
mentioned, whether or not the repeated use of one category by an 
individual respondent in fact indicates his intensity of feeling 
about the statement made. The problem is whether a statement should 
be coded once only for each respondent, or whether statements that 
are repeated by the same respondent should be coded however many 
times they occur. Both measures of frequency were recorded for the 
purposes of this research, but the main analysis of the tables which 
follow has been made on the basis of the number of respondents who 
used each category at least once, since it appears to be unreasonable 
that the results should be weighted by the repetitions of one 
_respondent, which are frequently due, in the case of school pupils, 
to poor expression rather than to a desire for emphasis. 
An additional problem concerns whether or not each 
statement made by a respondent should be given equal vTeight. It 
could possibly be argued that statements at the b~ginning of an 
essay are of more importance to a respondent than are those at the 
end, or vice-versa. The researcher's problem is finding satisfact-
ory criteria with which to measure 11 intensi tyn of feeling. As 
1. A.N. Oppenheim, o~.cit. p. 253 
2. Ibi.d. 
3. Ibid. 
Lasswell (4) has commented: 
11 
••• one is unable to defend the assigning of a 
particular numerical value (to statements). There 
is usually no justification for the quantitative 
transformation formlae. 11 
Similarly, Oppenheim ( 5) has stated that " ••• many would question 
this assumption" that the order of response indicates the import-
ance of the statement in the respondent's own mind. In any case, 
since the essay statements were intended to provide a universe 
which would later be ranked, by pupils and student-teachers, {thus 
providing a measure of rela.tive importance) it was felt that this 
issue was not of major significance. Additionally, as Holsti (6) 
has commented, frequency counts of the number of respondents who 
have used each category at least once do provide evidence of a 
11 focus of attention to issues." The assumption that these 
frequencies in fact reflect the importance of the issues for the 
respondents (the validity of \oThich assumption has been 11 ••• usually 
accepted as an unexamined article of faith" by researchers, 
according to Holsti (7)) could be tested later by the 
questionnaire. 
4· H.D. Lasswell, N. Leites et al., op.cit. p. 76 
5· A.N. Oppenheim, op.cit. p. 246 
6. O.R. Holsti, op.cit. p. 96 
7. Ibid. p. 104 
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TABLE 13 
THE OVERALL FREQl~NCY of USAGE of THE CATEGORIES 
IN THE "GOOD TEACHER." SYSTEM. 
(INCLUDING EVERY CATEGORY USED BY MORE 'llliN 5% of 
TOTAL PUPIL SAMPLE) • 
CATEGORY NO. DEFINITION. ("A GOOD TJt.iACHER. •••• 11 ). 
53 
2 
1 
11 
60 
23 
16 
65 
62 
14 
17 
46 
4 
41 
12 
1 3 
42 
25 
68 
35 
19 
63 
55 
22 
32 
74 
47 
61 
Has a good sense of humour. 
Can keep control of the class without being too 
strict. 
Can keep control of the class. 
Is fair and consistent about punishment. 
Is good-tempered. 
Helps pupils v1ho are slow at their ,.,ork. 
Gives lessons that are interesting. 
Is understanding about pupils' problems. 
Is cheerful and friendly. 
Makes pupils work hard. 
Can explain things clearly. 
Doesn't talk down to pupils. 
Doesn't use the belt. 
Lets pupils talk quietly while they are working. 
Doesn't punish pupils who can't do the work. 
Doesn't frighten pupils. 
Doesn't have favourites. 
Knows the level of work that the class can do. 
Doesn't make a fool of pupils in front of the class. 
Comes round to help pupils while they are working. 
Doesn't give a class the same sort of work every 
lesson. 
Tries to get to know pupils personally. 
Is patient. 
Knows the subject well. 
Gives regular homework. 
Doesn't give much homework. 
Listens to pupils views on things. 
Isn't nervous or easily flustered. 
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. NO. of PUPILS ltffiO 
USED CATEGORY 
AT LEAST O~CE. 
.. 
' 276 
255 
·;· 
'244 
161 
156 
. 1 51 
145 
138 
1 33 
124 
1 21 
102 
84 
76 
•. 71 ,., 
. l· 
,f'. 71 
66 
65 
54 
54 
52 
51 
46 
43 
43 
42 
39 
29 
31 3 
PERCENTAGE of 
'l'OTAL NO • of 
PUPILS IN SAJ"IPLE TIJ:I1ES CATEGORY 
\-THO USED THE CAT. viAS USED • 
49.46 346 
45-70 352 
43.73 352 
28.85 199 
27.96 207 
27.06 190 
25.99 213 
24.73 176 
23.84 160 
22.22 150 
21 .68 144 
18.28 142 
15.05 98 
1 3.62 88 
12.72 84 
12.72 89 
11 .83 74 
11 • 65 74 
9.68 66 
9.68 61 
9. 32 58 
9.14 62 
8.24 50 
7.71 56 
7.71 51 
7-53 49 
6.99 43 
5.18 29 
ANALYSIS of TABLE 1j __ 
As may b:e seen in Table· i 3 thre·e da tegories Here used 
at least once by more than 40% of the pupils in the sample, whilst 
a further eight categories were used by more than 20% of the samnle. 
The category which Has used by the highest number of 
pupils '"as Category 53: "A good teacher has a good sense of humour". 
Category 53 was used by 276 pupils, or 49-46%of the sample, and 
it relates to an aspect of the teacher's nersonality rather than 
to his discipline, classroom organisation, or teaching methods, 
although the characteristic. in question clearly might affect each 
of these areas. 
However, the two categories which ranked second and third 
in frequency of use both related to the classroom control of the 
teacher, thus emphasizing the importance of this issue to the pupil 
sample as a whole. Category 2: "A good teacher can keep control of 
the class without being too strict" was used by 255 pupils, or 
45.7% of the sample, whilst Category 1, which simply sta.ted, vrith 
no further qualifications, that "A good teacher can keep control of 
the class", was used by 244 pupils, or 43-73% of the sample. The 
rider which distinguishes .Category 2 from Category 1 is of course 
a key one, though probably impossible to define. However, other 
ca. tegories which were used by a large number of pupils and vThich 
will be discussed later in this chapter do allow some insight into 
pupils' ideas concerning teacher "strictness". 
Before the analysis of the results shovm in Table 13 is 
continued, it must be pointed out that it is not implied for 
instance in the case of Category 2, that 54.3% of the sample 
disagree with this statement; in other words, the fact that some 
pupils do not make use of a certain category does not indicate a 
negative attitude to the idea expressed by this category. In a. 
free-response situation as provided by the use of the essay 
technique, an issue that is mentioned voluntarily by over 40% of all 
respondents could be considered as being of major importance to the 
group as a whole. 
The fact that statements reflecting the desire of ~upils 
for the teacher to be "in control" of the class were made by such 
a large percentage of pupils might be expected to surprise some 
student-teachers. In the view of the group of experienced teachers 
mentioned earlier, many student-teachers, especially those who have 
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been attracted to teaching because of the large degree of affective 
content which they believe their classroom relations with pupils 
will offer; appear to think that children dislike those teachers 
_who maintain firm classroom control. (The analysis of the results 
of the content analysis of the essays suggests, as will be 
discussed shortly, that it is only certain methods of maintaining 
control that pupils dislike). If the student-teachers' responses 
to the questionnaire were to support this suggestion,-then a major 
area of dissonance might be identified between the role-perceptions 
of the beginning teacher in the classroom, and the role expected 
of him by pupils, provided that pupils' questionnaire responses 
reflected their opinions as given in the essays. It was on issues 
such as these that the questionnaire was intended to shed light. 
An additional point which must be made is that the 
frequent use of Category 2 may be related to that of Category 53; 
it might then be hypothesized that pupils wish the teacher to 
maintain firm control of the class but without being excessively 
"autocratic". In the Scottish school system it is perfectly feasible 
for a teacher to maintain discipline on the basis of frequent 
applications of, or threats of, corporal punishment; (the tawse, 
strap, or "belt" as it is commonly known by both pupils and 
teachers). Every teacher has the right to administer corporal 
punishment at his or her own discretion, (subject to local 
authority regulations governing the number of strokes that may be 
administered to children of different ages), and most teachers 
have their own personal strap which is kept in desk or brief-case. 
(The straps are made in different weights and with different 
numbers of thongs to suit personal taste). However, it would not 
be unnatural if pupils preferred the teacher who is able to maintain 
discipline "unobtrusively", and whilst keeping a "sense of humour". 
This may in fact be difficult for the beginning teacher to do, 
particularly if he feels under threat, as he may do with a 
11difficul t'1 class. One of the ironies of the classroom situation 
is perhaps that the very groups of pupils who by their behaviour 
make.it difficult, if not impossible, for a teacher to retain 
control without being authoritarian are often the first to complain 
about the excessive strictness and lack of humour of the teacher 
in question. 
Each of the three categories which have been discussed 
above was, as has been indicated, used by over 40% of the pupils 
in the sample. There is a gap of 15% before the fourth most 
frequently-used .category is reached. This was C.ategory 11: "A good 
teacher is fair and consistent about punishment,'' which was used by 
161 pupils or 28.85% of the sample. The quality of "fairness" is 
again difficult to measure, especially \>Then in the Classroom 
situation the teacher must frequently make instant decisions in 
his dealings with pupils. Subsumed within this category however, 
were pupil statements such as "allol-IS the pupil to put his point 
of view before he is punished;" "does not punish the whole class 
because of the misbehaviour of one pupil;" (it has often been known 
for a whole class of children to be strapped when an individual 
would not "own up" to a particular offence); "is consistent in 
imposing punishments;" and "makes the severity of the punishment 
fit the crime." 
A further aspect of teacher "fairness" was dealt with 
by a separate category: "A good teacher does not have favourites." 
(Category 42, ranked 17th overall; used by 66 pupils or 11.83% of 
the sample). 
The fifth most popular category was Category 60: "A 
good teacher is good-tempered," which was used by 156 pupils or 
27.96% of the entire sample. Category 60 may also be linked with 
Categories 2 and 53, indicating as it does pupil dislike of teachers 
who are frequently shouting and "flying off the handle" in an 
attempt to maintain discipline. 
The category which was used sixth most frequently was 
Category 23: "A good teacher helps pupils who are slow at their 
work." (Category 23 was used by 151 pupils, or 27.06% of the sample). 
This category may be linked with the two categories which were 
ranked next in frequency of usage. These were Category 16: "A good 
teacher gives lessons that are interesting," (used by 145 pupils, 
or 25.99% of the sample), and Category 65: "A good teacher is 
understanding about pupils' problems;" (used by 138 pupils, or 
24.73% of the sample). All three of these categories clearly 
indicate that major areas of pupil concern are lesson content and 
teacher's attitude to individual pupil's learning difficulties. 
With regard to Category 16, coders were instructed to 
use this category only when respondents did not indicate the 
methods which teachers shoUld, in the respondent's opinion, employ 
in order to make lessons "interesting". Specific categories were 
provided for those statements which indicated precise methods; 
e.g: Category 47: "A good teacher listens to pupils' views on 
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things" (used .by 39 pupils or 6.99%of the sample); and Category 
19: "A"good teacher doesn•t.give a·class the same sort of work 
every· lesson." Category 19 was used by 52 pupils, or 9.32% of the 
sample, and was-ranked 21st in frequency of use. Category 47 was 
ranked 27th. 
Category 16 thus provides a general focus of attention 
to the area of lesson content; what is "interesting" of course, is 
largely subjective, and it is worthy of note on this topic that 
some of the experienced teachers mentioned earlier who gave their 
comments on the research outline, (see Chapter One), expressed the 
view that children's expectations regarding the teacher's perform-
ance of his role have risen as an increasing number of families 
have acquired a television set, resulting in the present near -
universal level of T.V. ownership in Britain. When the teacher's 
performance in front of the class is compared to that provided by 
television personalities, (the "audience11 situation is similar: the 
individuals are seated, and· their attention is focused on one 
"object"), then the teacher must often appear to be very boring 
indeed. These intuitive observations which have been made by 
experienced teachers are clearly relevant to the concept of role, 
in which the teacher is an 11actor" playing a part to the best of 
his ability, which has been extensively discussed earlier and which 
is central to this research. 
The frequent use of Categories 23 and 65 clearly 
indicates a concern amongst pupils that teachers should make an 
effort to help children who are slow at their work or who cannot 
understand a particular point, by, for example, being willing to 
answer children's questions. All teachers would doubtless claim that 
they do in fact fulfil these criteria which appear, after all, to 
be central to the teacher's job, but the concern shown by pupils 
on this issue suggests that many teachers fail to perform this 
aspect of their role to the satisfaction of their "clients". Also 
relevant here is Category 25, which was ranked 18th in frequency 
of use: "A good teacher knows the level of work that his pupils can 
do, 11 (used by 65 pupils or 11 • 65% of the sampl~ since it may 
reasonably be conjectured that it is often the teacher's assumption 
that pupils have grasped a particular point that prevents them from 
offering help to those children who have not done so, especially in 
those cases where the child is nervous, shy or embarrassed about 
revealing his 11 ignorance". 
Several other categories are also related to this issue. 
These are: Category 17, which 1-las ranked 11th in frequency of use: 
uA good teacher can explain things clearly" (used by 121 pupils or 
21.68% of the sample); Category 12, ranked 15th: nA good teacher 
doesnit punish pupils who can't do the work", (used by 71 pupils, 
or 12~72% of the sample); Category 63, ranked 22nd: "A good teacher 
tries to get to know pupils personallyu, (used by 51 pupils or 
9.14% of the sample); and Category 55, ranked 23rd overall: "A 
good-teacher is patient", (used by 46 pupils, or 8.24% of the 
sample). \Vi th regard to ·Category 12, it is again doubtful whether 
any teacher would knowingly commit the crime of punishing pupils 
who are genuinely unable to do the work given them. However, the 
frequent use of this category by pupils appears to suggest that 
teachers are frequently in ignorance of whether a child is 
vlilfully neglecting his work or is genuinely unable to do it. 
(Hence the importance of Category 63, described above). 
The category which was ranked ninth in overall frequency 
of use, Category 62, was, as were Categories 53 and 60, \vhich have 
already been discussed, related to the personality of the teacher: 
"A good teacher is cheerful and friendly", (used by 133 pupils, or 
23.84% of the sample). The use of this category adds further weight 
to the suggestion that the ideal teacher-image for pupils contra-
dicts the rigidly autocratic and authoritarian, bad-tempered 
"traditional" stereotype. So too do Category 46, ranked 11th: "A 
good teacher doesn't talk down to pupils", (used by 102 pupils, or 
18.28% of the sample), which had subsumed within it statements 
such as: "treats us as his equals" and "does not treat us as 
inferior beings"; Category 4, ranked 13th: "A good teacher never 
uses corporal punishment", (used by 84 pupils, or 15.05% of the 
sample); Category 1 3, ranked joint 15th: "A good teacher does not 
' frighten pupils", (used by 71 pupils or 12.72% of the sample); and 
Category 68, ranked joint nineteenth: "A good teacher doesn't make 
a fool of pupils in front of the class", (used by 54 pupils, or 
9. 68% of the sample). 
The frequent use of these "anti-autocratic" categories 
might initially seem to contradict the opinions expressed by pupils 
in a further gToup of frequently-used categories which emphasise 
the desire of pupils to learn and to work hard. Category 14, for 
instance, which was ranked tenth in frequency of use; Has "A good 
teacher makes us Hork hard", (used by 124 pupils, or 22.22% of the 
sample, Hhilst Category 35; ranked joint nineteenth, was "A good 
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teacher comes round to help :9u:pils while they are working", (used 
by 54 pupils or 9.6876 of the sample). The statements Hhich 1-rere 
coded under Category'-35 suggested that pupils resent teachers vrho 
set the class work and then appear to lose further interest, sitting 
at their desk reading or marking. These pupils required a.ctive 
involvement in the lesson on the :part of the teacher, and often, 
of course, such active teacher participation would involve check-
ing the work of, and assisting the 11 slow11 pupil, thus forming a 
link between Category 35 and Ca tego:ty 23; (".A good teacher helps 
pupils who are slow at their work"). 
Two other categories wnich were used by more than 5% 
of the pupils in the sample also revealed the desire of pupils to 
learn; these were Category 22, ranked joint 24th: "A good teacher 
knows the subject well", (used by 43 pupils, or 7.71%of the 
sample), and Category 32, (also ranked joint 24th): ".A good teacher 
gives regular homework". ( 43 pupils, or 7. 71% of the sample). 
However, it is interesting to note that Category 32 was contradict-
ed by Category 74, which was used by an almost equal number of 
pupils ( 42, or 7. 7% of the sample; ranked 26th): ".A good teacher 
doesn't give much homework". This disagreement introduces the 
important point that different sections of the pupil population 
may admire different qualities in their teachers. These differences 
as revealed in the results of the content analysis, will be 
discussed in detail in .Appendix 4. 
The apparent dichotomy between those categories which 
relate to the pupils' desire to work and to learn, and those 
revealing a dislike of the "autocratic" teacher does not necess-
arily exist, however. Once again, the importance of the tvro most 
frequently-used categories must be emphasized here: "A good teacher 
has a good sense of humour" and "A good teacher can keep control of 
the class without being too strict". It appears that pupils esteem 
the professional subject-orientated skills of the teacher; they 
expect the teacher to retain firm control over the class; to make 
the class work hard; to give interesting and varied lessons; to 
know and to understand individual pupils 1 lea.rning difficulties; to 
be skilled at his subject and to be able to explain it clearly; to 
work hard during lessons, helping rather than punishing children 
who are unable to do the 1-rork set, and not to assume pupil know-
ledge in any particular area. 
It also appears, hO\-rever, that pupils expect the teacher 
319 
to be relaxed and democra. tic in his beha.viour and relationships, 
instead of being rigidly autocratic in the traditional Scottish 
''dominie" pattern. (It is perhaps significant that an essay title 
in .the 1976 "Higher 11 English exam was: 11 'I tellt ye, I tellt ye ' • 
Discuss wheth·er, in ·your experience, this is a fair representation 
of teaching methods commonly found in Scottish schools, and, if so, 
whether you find these methods satisfactory"). 
Pupils appear to expect their teachers to be able to 
maintain control without excessive strictness, and without resort 
to corporal punishment or other "fear-inducing11 techniques. They 
admire teachers who are cheerful and friendly and who have a sense 
of humour; who treat pupils as 11human beings 11 , ,.,ho allm .., free 
expression of pupils 1 opinions, vrho try to get to know pupils 
individually, and who are patient and fair. It is an interesting 
comment on Scottish secondary schools, or at any rate on the three 
schools in the survey, that according to pupils' essays, these 
qualities were apparently often lacking in the classroom. 
It is probably true that state schools, especially 
those south of the border, have become increasingly less 
authoritarian in nature during the last two decades. Comprehensiv-
isation, which destroyed the often rigidly-autocratic structures 
of the grammar schoo1s, and the removal of the right to administer 
corporal punishment from the hands of the classroom teacher, 
were two important factors in this process. In addition, the 
general trend in society avJay from respect for 11authori ty-figures" 
generally has posed great problems for teachers, especially 
teachers formerly employed in grammar schools, who often find the 
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lower-band comprehensive pupils totally hostile to authoritarian 
treatment, which the teacher cannot effectively back with sanctions. 
However, the Scottish teacher has a delicate tight-rope 
to tread; the ideal teacher-model which has been outlined above on 
the basis of the content analysis results must with few exceptions 
remain an ideal. Whilst discipline may be externally imposed on 
pupils by means of the strap, which is available to every teacher 
(including primary teachers) from Head teachers to the newest 
probationer~r, it is clear from the results that pupils do not 
respect or admire such autocratic behaviour if it forms the basis 
of the teacher''s role. They expect the teacher to be a friendly 
confidante; an nequaln ><Tho yet can maintain "control" unobtrusively. 
This apparent ambivalence is precisely ,.,hat, in the view 
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of the group of experienced teachers mentioned previously, 
constitutes the greatest danger for beginning teachers, who in an 
effort to be "friendly" with the pupils in their charge, neglect 
the element of "control". They may find themselves taken advantage 
of precisely because more experienced members of staff ~ 
authoritarian and allow little pupil freedom in class. 
The irony must thus be indicated yet again that it is 
often the pupils themselves who by their group behaviour make it 
impossible for the teacher to play his role as they really wish 
him to. If the probationer wishes to regain control of the 
situation, he must adopt the authoritarian methods of his more 
experienced colleagues. The "affective" classroom interaction 
which it has been postulated is desired by pupils and teacher 
alike is excluded. The experienced teacher would advocate 
approaching the situation from the opposite direction; if the 
beginning teacher is as strict as possible in his initial 
encounters with his classes, he may relax and adopt a more informal 
role when his control has been accepted by his pupils. 
*corporal punishment was abolished at short notice in Strathclyde 
and Lothian Regions in August 1982. Other Regions of Scotland 
continue to use the tawse. 
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CHAPI'ER 8. 
THE RESULTS of THE CONTENT ANALYSIS: (Part Two) 
THE "PURPOSE of SCHOOL" CATEGORY SYSTEM. 
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After much thought, it was decided to prefix the phrase 
"purpose of schooP' with the definite rather than with the 
indefinite article; However, it must be clearly understood that in 
the course of his or· her essay, each pupil made several, (in some 
cases many), statements regarding the "purpose· of school". As was 
discussed previously, however, (see pp. 310-311), the content 
analysis technique used here does not attempt to allow for weight-
ing or for intensity of importance in individual essays. (Overall 
weighting for the whole sample and for strata has in fact been 
achieved by totalling the number of pupils who make the same 
statement). Thus, it is not implied that a pupil who makes a given 
statement in his essay, (eg. "The purpose of school is to help us 
to find a job"), regards this "purpose" as being the sole function 
of the school. Indeed, the very fact that the essay contains more 
statements on the subject that can be coded into other categories 
in the system provides clear evidence that this is not the case. 
Thus each child has mentioned several "purposes of 
school" and no effort has been made, in the essay analysis for 
reasons previously discussed, to assess the relative importance 
of these functions to the individual child. The questionnaire 
which was developed on the basis of the essay results was designed 
to do this, whilst the results of the content analysis provide an 
indication of the focus of pupils' attention on various areas. 
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TABLE 
Category 
Number 
21 
8 
4 
14 
46 
32 
5 
19 
16 
3 
40 
45 
36 
28 
2 
15 
33 
7 
10 
31 
34 
6 
29 
14 THE OVERALL FREQ~1CY OF USAGE of THE CATEGORIES 
IN THE 11 PDRPOSE of SCHOOL" SYSTEM •. 
Definition: "The Purpose of School is •••• " 
To teach us lots.of different subjects. 
To help us get a well-paid job. 
To help us pass exams and get qualifications. 
To give us somewhere to meet friends. 
To prepare us for standing on our ovm feet in the world. 
To teach us to read, write and count. 
To teach us subjects that can be used directly in a job. 
To keep us off the streets. 
To provide clubs and sports in the lunch-hour and 
after school. 
To help us choose·a job. 
To teach us discipline. 
To help us find out what things we're good at. 
To teach us how to get on vli th different kinds of 
people. 
To teach us to speak a foreign language. 
To prepare us for working with other people when we 
leave. 
To give us somewhere to have a good time. 
To teach us practical skills that will be useful at 
home. 
To help us get a job that vle will like. 
To teach us how people in other countries live and 
think. 
To teach us different sports and how to keep fit. 
To teach us good manners. 
To prepare us for University or College. 
To teach us Maths. 
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·No. of PUPILS \1HO PERCENTAGE of PUPILS IN TOTAL No. of 
USED THE CATEGORY SAMELE 'vlHO USED THE TIYJ.ES CATEGORY 
. AT LEAST ONCE. CATEGORY. WAS USED. 
402 72.04% 570 
350 62.72% 467 
180 32.26% 236 
177 31 • 72% 219 
140 25.09% 195 
138 24.7 3% 163 
126 22.58% 170 
96 17.20% 111 
62 11.11% 69 
59 10.57% 67 
55 9.86% 66 
54 9.68% 65 
51 9.14% 54 
44 7.89% 48 
43 7. 71% 51 
39 6-99% 43 
37 6.63% 43 
37 6.63% 40 
35 6.27% 38 
34 6.09% 34 
31 5.56% 37 
30 5. 380,\' 30 
29 5.20% 30 
ANALYSIS of TABLE l4 
As can be seen from Table 14 , two categories in the 
"Purpose of School" system were used by over 60;,6 of the pupil 
sample. (The category placed third in the table according to 
frequency of use was used by only 32.26% of the _group). 
Category 21: "The purpose of school is to teach us lots 
of different subjects, 11 \·las used by 402 pupils, or 72.04% of the 
sample, whilst Category 8: "The purpose of school is to help us 
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get a ·Hell-paid job, 11 \-las used by 350 pupils, or 62.72% of the 
sample. Subsumed within Category 21 were pupil statements suggesting 
that they expected to be taught a. broad spectrum of subjects and 
skills at school, whereas the category which was ranked sixth in 
overall use, Category 32: "The purpose of school is to teach us 
to read, \vrite and count," (used by 138 pupils, or 24.73%of the 
sample) implied that pupils considered an important fu..r1etion of 
the school to be the teaching of reading, writing and basic arith-
metic. The fact that 264 more pupils used Category 21 than used 
Category 32 perhaps indicates that children expect more than a 
simple basic education from secondary schools, possibly because 
they realise that they vlill need more than basic skills to make 
a living in modern society. 
The category which was second most frequently-used was 
Category 8: "The purpose of school is to help us get a \-Tell-paid 
job." (Used by 62.72% of the group). The high rate of use of this 
category might surprise some teachers, since it suggests that the 
majority of children are very much aware of the role of the school 
as a social selector or allocating agency, as has already been 
discussed. The assumption ( which of course is fostered by some 
teachers) appears to be that success at school (in academic terms) 
leads to, or even guarantees, a well-paid job. This assuutption is 
of course by no means true today, even if it once was so, and the 
teacher himself provides his pupils with a classic example of its 
falsehood. The salaries of teachers, who presumably have succeeded 
in school examinations and who have proceeded to higher education, 
(all the teachers of academic subjects in Scottish secondary 
schools are graduates), are in many cases lower than the wages of 
skilled manual workers. There is no intrinsic reason v!hy this 
should not be so, of course, and. yet it is somewhat ironic that 
me,ny teachers apparently continue to use the 11 good job" incentive 
as a 11 carrot" to buy the co-operation of reluctant pupils, instead 
of em:phs.sising the value of learning for i tz mm S8.ke. :::!;ven more 
ironic is the fact that the mc..jori ty of pupils swallO\·l the ncarrot 11 ; 
if this assumption is one of the main foundations of :pupils' co-
operation with the school system; then the edifice must be shaky 
indeed. How will the "clients" of the system react v<hen they realise 
that the highest wages, or even employment itself, do not necessar~ly 
go to the person with the most '0' grades or "Highers"? This realisa-
tion is surely already beginning to dawn, and ·the teacher's job is 
likely to become more difficult as this motive for learning and 
obedience disappears~ 
Also of major interest with respect to the results for 
Category 8 is the fact that vThereas 62.7276 of pupils saw it as 
being a major function of the school to fit them to obtain a well-
_paid job, only 6.63~~ of the sample made use of Category 7: "The 
purpose of school is to help us get a job that we will like." 
Whether pupils assumed that if the job was well-paid then they must 
like it, or whether they simply ranked money above intrinsic 
enjo~~ent, these results still indicate a dominating materialism 
amongst :;>Ul)ils, perha~s contrary to the attitude to life tha.t many 
teachers attempt to inculcate. 
In view of the results for Category 8, it is not at all 
surprising that ranked third by frequency of use was Category 4: 
"The purpose of school is to help us pass exams and get qualifi-
cations", (used by 32.26~0 since it is presumably via examination 
success that the "well-paid" jobs are gained. Related to Category 4 
was Category 6, vlhich was ranked 22nd in frequency of use: "The 
purpose of school is to prepare us for University or College 11 • 
(Vsed by 30 pupils, or 5.38% of the sample). As one might expect, 
the tables vrhich follow in Appendix 5- indicate· that both Ca. tegories 
4 and 6 (especially the latter) were used predominantly by the more 
"academic" pupils. 
Also related to the children's future adult occupations 
were Category 5, (ranked 7th in frequency of use) and Category 3, 
(ranked 1Oth). Category 5: 11 The purpose of school is to teach us 
subjects that can be used directly in a job", was used by 126 pupils, 
or 22. 58>~ of the sample, whilst Ca. tegory 3: "The purpose of school 
is to help pupils choose a job", vias used by 59 pupils, or 10.57% 
of the sample. (Fupils implied"here that they vrelcomed careers' 
guidence). The popularity of Category 5 is interesting, since few 
of the subjects offered by schools are of "direct occupational use"; 
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the criticism is frequently made by industrialists that pupils are 
not prepared sufficiently for work in an industrial society, end 
indeed many teachers resent the vie1.,r that their job is to produce 
\vell-trained factory-hands •. :'l.lso, the notion of "equal O:pl)ortuni ty" 
as it has so far been practised in our comprehensive schools, has 
involved offering all pu:9ils the chance to study the tra.di tional 
"academic" subjects; (thus giving rise in many Scottish schools, 
with their 11 common course" in the first t1-ro years, to the apparent 
absurdity of pupils 1·rho receive remedie.l help in English being 
forced to study French in a mixed-ability class fo~ tviO years). 
In view of this definition of "equality of opportunity", it is 
clear that any attempt to segregate pu-pils and to train cert2.in 
groups as electricians, joiners, plumbers, hairdressers, ty:Pists 
etc., whilst others vrere prep2.red to be e.ccountants, lawyers, or 
insurance-brokers would be bitterly opposed by teachers and :9robably 
by parents, whilst it 1-1ould seem that a substa.ntial number of :PUpils 
might welcome the school's adoption of such a "training" function. 
Presumably for this group of pupils many of the conventional 
subjects are largely irrelevan;t. (The new Scottish Certificate in 
Vocational studies, introduced in 1983 for 16-18 year-olds, is an 
attempt to meet the demands of young people for more employment-
related tuition). 
Finally, the last Category connected with adult work was 
Category 2, which was ranked 15th in frequency of use: "The purpose 
of school is to prepare us for working with other people \.,rhen we 
leave", used by 43 pupils, or 7. 71% of the sample. Ranked fourth 
in frequency of use overall was Category 14: "The purpose of school 
is to give us somewhere to meet friends", used by 177 pupils, or 
31.72% of the sample. It is undoubtedly worthy of note that this 
"social" function of the school is so important to pupils, vrhen it 
is perhaps often overlooked by teachers. Many pupils suggested here 
that they welcomed the opportunity to meet children from different 
areas and backgrounds. Also connected to this social role of the 
school were Categories 15, 16 and 19. Category 19: "The -purpose of 
school is to keep us·off the streets" was actually ranked eighth 
overall in frequency of use, and was used by 96 pupils, or 17.20% 
of the sample. (The cynical view expressed in this category would 
perhaps horrify many teachers). Category 16 was rank~d 9th overall 
and was used by 62 pupils or 11 .11% of the sample: "The purpose of 
school is to provide clubs and sports in the lunch-hour and after 
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school", whilst Category 15: "The purpose of school is to give us 
some-v1here to have a good time" (where the methods of enjoyment 11rere 
unspecified by the pupil) \vas ranked 16th in frequency of use, and 
was used by 39 pupils, or 6.99: 1 of the sample. 
The category which ~Ias ranked fifth in frequency of use 
was Category 46: "The purpose of school is to prepare us for 
standing on our own. feet in the vmrld," (used by 140 pupils, or 
25.09% of the sample). Pupils stated within this category that 
school should foster their independence, encourage them to make 
decisions and to cope with problems and foster their "maturity" 
generally. Statements coded into this category did not refer 
specifically to the adult work situation; pupil statements referr-
ing to the school's role in preparing them for work were coded as 
Category 2. 
A further group of categories also dealt, as did Category 
46, with the personal development of the pupil. These categories 
contained statements which were made sufficiently often in their 
O\m right to merit individual categories. Category 40, ranked 11th 
in frequency of use, stated that: "The purpose of school is to teach 
us discipline", (55 pupils, or9.869~ of the sample); the twelfth 
ranked category, Category 45, expressed the view that: "The purpose 
of school is to help us find out what things we're good at", (54 
pupils, or 9.6896 of the sample). Ranked 13th was Category 36: "The 
purpose of school is to teach us ho>v to get on with different kinds 
of people", (51 pupils, or 9.149( of the sample). Pupils who used 
this category stated the wish for tuition in interpersonal relation-
ships, (discussion of roles and situational behaviour); the category 
did not refer, as did Category 2, to the school's function in pre-
paring children to work with others in an adult occupation. Finally, 
Category 34, which \·Tas ranked 21st in frequency of use, stated that: 
"The purpose of school is to teach us good manners", (31 pupils, or 
5.56% of the sample). 
Five of the remaining six categories used by 5;~ or more 
of the sample dealt with subject-areas of the curriculum. Ranked 
14th was Category 28: "The purpose of school is to teach us to spee,k 
a foreign languag·e", (used by 44 pupils or 7.89% of the sample); 
Category 33, which was ranked 17th, stated that '"The purpose of 
school is to teach us practical skills that will be useful at home", 
(37 pupils, or 6.63% of the sample; this category did not refer to 
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subjects that would be of direct occupational use). Ranked 19th was 
Category 10: uThe purpose of school ·is ·to tee.ch us hoH people in 
other countries live and thinku, (used by 35 pupils; 6. 27% of the 
sample). Category 31, which was ranked 20th, expressed the view that: 
"The purpose of school is to teach us different sports and how to 
keep fit", (34 pupils, or 6.09% of the sample); whilst Category 29, 
which v-Ias ranked 23rd, ·stated that: "The purpose of school is to 
teach us ma ths"; (not merely: "To count and to do simple arithmetic"; 
statements sucn as these were coded as Category 32). Category 29 was 
used by 29 pupils, or 5.20% of the sample. Finally, Category 6: "The 
purpose of school is to prepare us for university or college", \vas 
used by 5. 38% of the pupil sample and v1as placed 22nd according to 
frequency of use. As later discussion \vill show (see Appendix 5 ), 
and as was mentioned earlier, this category was used predominantly, 
as one would expect, by senior academic pupils. 
In summary then, the pupils in the sample considered 
that the function of the school is divided between four main areas: 
1 .) Tuition across a broad range of subjects, including the basic 
areas such as reading, writing and counting. 
2.) The preparation of pupils for their future occupational roles. 
3.) Fostering the personal development of individual pupils. 
4.) Serving a "social" purpose: the school as a meeting-place and 
place of recreation. 
More than 70% of the pupils in the sample expressed the 
view that schools should provide a "broad education"; (that is, 
teach a wide spectrum of subjects), whilst nearly 25% stated that 
a "purpose of school" was to give a basic education to everyone; 
(reading, writing and arithmetic). Tuition in specific subject-areas 
was not often mentioned; only languages, mathematics, P.E. and 
"practical subjects that are of general use later in life" were 
mentioned by more than 5% of the sample, and none were mentioned by 
more than 8% of the pupils in the sample. 
Over 60~ of the sample stated that schools should aid 
their pupils in obtaining a \vell-paid job; (the assumption apparently 
being the teacher-fostered one that pupils performing "well" at 
school will automatically qualify for such a job. Thus, in addition, 
over 30% of pupils believed that a major function of the school \vas 
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to help them to pass exa~inations). A substantial number of pupils 
also believed that schools should teach subjects that are of direct 
occupational use, help them to choose a job, pre~are them generally 
for starting work, and help them to obtain a job that they vTill 
iike. (It is important to note, as mentioned previously, that only 
6.63% of pupils mentioned this letter point, vrhilst over 60% stated 
that'schools should help pupils to obtain a well-paid job). 
Pupils a,lso expected schools to prepare them generally 
for adult life, to teach them self-discipline and how to get on with 
others, to develop their talents and to teach them manners a.nd 
politeness. 
Perhaps the most interesting finding \vhich arose from 
the general analysis of the essays vla.s the fact that children 
attach great importance to what may be called the social function 
of the school. Thus over 30% of pupils stated that the "purpose of 
school" was to provide aplace where they could meet children from 
other areas and. backgrounds; seventeen percent expressed the view 
that schools existed to "keep children off the street", whilst a 
substantial number believed that the "pur:pose of school" was to 
provide sports facilities and other extra-curricular activities, 
and to provide a place where they could "enjoy themselves" generally. 
It is possible that teachers are not fully aware of the importance 
to pupils of these "social functions" of the school. 
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CHAPTER 9. 
THE DESIGN of THE QUESTIONNAIRE. (Part 1) 
The Justification of the Questionnaire 
Technique 
Eliciting Statements from Student-Teachers 
The Format - Use of Ranking 
The Selection of Statements 
To :Be Included 
The "Seeding'' of Statements According 
to Popularity and Subject 
Rotating the Statements to Avoid :Bias 
The Various Forms of the Questionnaire. 
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THE DESIGN of THE QUESTIOiSfl':AIRE. 
The content analysis of the pupils' essays indicated the focus of 
their opinions on the topics: "The characteristics of a good 
teacher" and "the purpose of school". In addition, it suggested 
that pupils of different age, sex and ability level have different 
opinions on these tvro subjects, (as measured by the frequency -vri th 
v.rhich statements vrere made in their essays). 
The aim of the researcher vras to ascertc:in Hhether or not 
student-teachers' vievrs on the two topics differed to any major 
extent from the vievrs of pupils.· (The "student-teachers" of the 
sample vrere in fact P .G.C .E. students in the final fe\·r 1·reeks of 
their year's training at hro Scottish colleges of educc,tion. Results 
might conceivably be different if the questionnaire 1vere to be 
administered again after a few months' teaching; this is an area for 
further research, and if a follovJ-up study \vere to be conducted on 
a group of student-teachers after they he.d spent some time in their 
first posts, changes in their opinions might shed an interesting 
light on the extent to vrhich, as vTas suggested in chapter one, 
the school as an institution "socializes" nevrcomers, vJhether they 
are pupils or staff, into an acceptance of established norms of 
behaviour. As vras also suggested earlier, (see p. 416 ) further: 
research could examine the extent to vrhich expressed opinions 
actually reflect teachers' behaviour in the classroom). 
The simplest method of comparing the vie\vS of student-
teachers cvi th those that the pupils expressed in their essays 
would have been to have collected similar essays from the college 
of education students and to have carried out a content ane.lysis 
of these •. As has previously been discussed, however, (see l)Jl,)10-311) 
use of the essay techni~ue poses ~roblems in assessing the 
respondents' intensity of feeling about any one teacher character-
istic or "purpose of school" relative to others. The accumulated 
responses of a particular group provide an indication of the major 
areas of concern to the gToup in QUestion, but if a questionnaire 
could be devised based on these areas and inviting respondents to 
choose bet\veen them on the basis of their relative importance to 
the respondent, then a more accurate assessment of opinions could 
be obtained. In addition, tutorial time at the college is at a 
premium, and it vras thought to be Q~realistic to ex~ect sufficient 
time for the rather lengthy essay task to be made. available. The 
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use of interviews was also ruled out for this reason; as Goode and 
Hatt( 1 ) have :pointed out, questionnaires 11 ••• may be very useful. •• 
when res:pondents ••• will be in one spot only briefly.'' In addition, 
it was felt that if an instrument could be developed; then this 
would be valuable for further research in this area, as suggested 
above:( 2) 
" ••• one outcome of most good research is to :point out 
how a similar :problem may be ••• solved another time." 
The :problem, then, was to construct a questionnaire, 
(defined by Goode and Hatt( 3) as a " ••• device for securing answers 
to questions by using a form which the respondent fills in himself 
••• the wording of the questions is the same for all respondents,") 
based on the statements collected from the children's essays, which 
could be given to a further sample of :pupils, and to the student-
teachers. The two sets of opinions (those of :pupils and student-
teachers) could then be compared. 
First of all, however, it had to be found vlhether or not 
all the opinions likely to be expressed by the group of student-
teachers were in fact represented by the universe of :pupils' state-
ments. As Ilersic(4) has commented, the researcher must be: 
" ••• reasonably certain, on the basis of either the 
logical :possibilities or :prior investigation that the 
alternatives :presented adequately cover the complete 
range of :probable responses •••• " 
otherwise the validity of the :procedure must obviously be seriously 
questioned. 
The collection of the statements from the pupils' essays 
had in fact acted as a ":pre-pilot" study for the construction of the 
questionnaire, leading to the identification of what a:p~eared to be 
all likely responses. However, it was :possible that student-teachers 
might identify further characteristics of a "good teacher" and 
further "purposes of school." Consequently, three P.G.C.E. tutorial 
groups at the University of Durham were asked (without having seen 
1 0 W.J. Goode and P.K. Hatt, op.cit. P• 132 
2. Ibid, p. 132 
3. Ibid, p. 133 
4. J.\ .R • Ilersic, op.cit. P• 261 
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the results of the content analysis of the essays) to list what 
they felt to be "the characteristics of a goa,d teacher" and "the 
purpose of school". Each list could be as long or as short as the 
respondent wished~ Thirty-two student-teachers compiled lists; 
(there were no absentees from the three groups, which were education 
tutorial groups picked at random; all the students on the P.G.C.E • 
. course attended these tutorials, and the three groups selected 
represented approximately 20% of the year's intake of students). 
Samples of the lists are included in Appendix Six. 
Rather surprisingly, when the responses were coded by 
the researcher and Coder One according to the rules drawn up for the 
content analysis of the pupils' essays, all of the statements could 
be reliably placed in one of the categories already devised. In 
other words, the universe of statements already existing did not 
need to be expanded, and thus the construction of the questionnaire 
could proceed, based on the statements collected-from. the children's 
essays. It should not be construed, however, that because no new 
statements on either topic were made by the student-teachers, that 
their opinions were identical to those of the pupils in the sample. 
It must be remembered that the "Good Teacher" category system 
contained 74 categories, whilst the "Purpose of School" system 
comprised 46. They might be said to be virtually exhaustive. It is 
the relative importance that the student-teachers~and pupil groups 
attached to the various teacher characteristics and school functions 
that is important. 
The questionnaire was intended to provide a method of 
assessing the relative importance to respondents of the statements 
on the two issues presented to them in the questionnaire. 
The problem then, v1as the precise form that the question-
naire would take. Sletto(5) has remarked that: 
" ••• for most of the decisions to be made in the 
construction and use of the questionnaire, there is 
no tested body of knowledge to guide the investigator 
in his choices." 
The final schedule was to be administered to student-teachers but 
also had to be capable of being understood by school pupils. Thus the 
form of the statements obtained from the ehildren's essays, and 
agreed as category "indicators" by the coders, as previously 
explained, had to be retained, since these indicators used the 
5. R.F. Sletto, "Pretesting Questionnaires", American Sociological 
Review, Vol. 5, 1940, pp. 193-200, p. 195 
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pupils' own words and were more likely than any alternatives to 
be unambiguously understood by them. The problem of wording is 
discussed in more detail later. (Seep. 358). 
First, it must be.stressed tha.t the instrument to be 
designed was in no sense an rrattitude scale"; attitude scales 
measure only one dimension and the individual items must assess 
similar aspects of the dimension. One such is Likert's summated 
rating scale (absolute ranking) in which attitude statements 
covering a wide ra,nge of positive, neutral and negative a tti tudes 
to the object in question a.re followed by a five-point rating-scale 
ranging from "strongly agree" to "strongly disagree" which the 
respondent must check. Numerical ratings are assigned to the rankings, 
vlith the highest rating (5) being assigned to the most positive 
attitude, and so on. Other attitude scales that are frequently used 
are those devised by Thurstone and Chave, and by Guttman, both of 
which are based on equal-appearing intervals, Guttman's sca.le being 
a modification of Thurstone and Chave's. 
The definition of "attitude" given by Vernon( 6) is 
important to the argument here, since it is clear from the defin-
ition that the statements collected from the pupils' essays could 
in no way be said to represent a "uni-dimensional variable". 
Vernon has stated that an "attitude" is a: 
" ••• personality disposition or drive determining 
behaviour tmv-ards or opinions and beliefs about a 
certain type of person, object, situation, 
institution or concept." 
He has added that: ( 7) 
"The concept of attitude involves a uni-dimensional 
variable - a definite o bj ec t or issue to vlhich some 
people are more favourable than others." 
Clearly then, the pupil statements do not together comprise any 
particular "attitude" towa.rds teachers or school. Rather, ·they are 
opinions about the desirability of different facets of teacher 
behaviour and about the importance of the different "purposes of 
school". The questionnaire or schedule to be designed vJas intended 
to identify vThich teacher characteristics and which purposes of 
school were deemed to be most important by different groups of 
6. P.E. Vernon, Personality Tests and Assessments, 
(London: Methuen & Co., 1962). ~· 144 
7. Ibid, P• 145 
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respondents. The problem facing the researcher was to devise a 
format that would best serve this function. 
One method which \-.ras considered but which was discarded 
was to use a Likert-type form of response. Using this method, 
the statements taken from the essays would be presented in a list, 
and respondents would check a five-point rating-scale as previously 
described ranging from 11 strongly agree" to "strongly disagree", 
or from "very important" to "not at all important". The problem 
with this method is, however, that as has already been stated, the 
statements were not uni-dimensional, and thus the results of such 
a schedule would be meaningless. Since all the statements in the 
schedule were derived from the essays of pupils, and since a further 
group of student-teachers failed to suggest any additional state-
ments, then it is highly likely that virtually all respondents 
would have checked either "strongly agree" or "agree" in response 
to every statement. This in fact was the case when this method was 
tested on a small group of pupils and another small group of 
student-teachers. Even if the statement in question would not have 
been spontaneously thought of by the pupil or student-teacher, when 
the respondent is confronted by any of the statements, he or she 
would in all probability be bound to agree, since nearly all the 
teacher qualities listed would be deemed to be desirable by most 
people, as would the majority of the "purposes of school". Results 
showing that 95% of pupils "strongly agreed" that a "good teacher 
knows the subject well", for example, whilst 93% of student-teachers 
also "strongly agreed" would be of no value. 
To reiterate, what was required was a method which would 
reveal the relative importance which different groups of respondents 
attached to the various "characteristics of a good teacher" and 
"purposes of school". Thus some method of ranking the statements 
relative to one another appeared to be required. This method involves 
what Droba(S) describes as the placing in "order of merit" of a list 
of 11 indicatorsn, the decision made about an indicator always being 
"relative to another indicator". It must be emphasised, however, 
that the steps between ranks are purely arbitrary, and cannot be 
considered equal. However, the ranking process is designed, as 
Oppenheim(9) has stated, to indicate the "order or sequence" of 
8. D .D. Droba, "Methods of Measuring Attitudes", The Psychological 
Bulletin, Vol. 29, No. 5, 1932, PP• 309-323, P• 312 
9. A.N. Oppenheim, op.cit. pp. 92-93 
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a list of statements, whilst the " ••• differences between ranks (and) 
••• the size of the rank intervals~is unknown and unlikely to be 
equal." 
The size of the intervals between steps was of little 
importance however, since the results were to be presented as 
applying to a group rather than to one or two individuals. The large 
number of respondents meant that results would not be particularised. 
The ranking method has been used by, amongst others, 
Bogardus,(1o) who devised a scale to measure the concept of "social 
distance", and by Guthrie,< 11 ) in circumstances somewhat similar to 
those of the present research, in that pupil opinions of teachers 
were elicited. Oppenheim( 12 ) has remarked that such checklists of 
items to be ranked: 
" ••• are at their best when they are constructed and 
used to test specific hypotheses rather than as 
exploratory tools." 
Two problems arose from the decision to employ ranking: firstly the 
exact method to be adopted, and secondly the number of statements 
gathered from the pupil essays that could be included in the 
schedule. There were 74 categories in the "Good Teacher" system, 
and 46 categories in the "Purpose of School" system, as has already 
been discussed. Clearly, it would have been impractical to have 
included all these statements in a schedule, (in any case many of 
the statements were made by only a very few essay respondents), and 
equally impractical to expect questionnaire respondents to retain 
this number of statements in their minds, and to rank them meaning-
fully. 
Payne(13) has commented on the "taboo" against more than 
six items in a list to be ranked. He states that it is frequently 
argued that more items cannot be remembered. However, Payne believes 
that: (14) 
"Such reasoning may be fallacious ••• keeping everything 
10. E.S. Bogardus, "Measuring Social Distance" Journal of 
Applied Psychology, Vol. 9, 1925, pp. 299-308 
11. E.R. Guthrie, "Measuring Student Opinion of Teachers" 
School and Society, Vol. 25, 1927, PP• 175-176 
12. A.N. Oppenheim, op.cit. p. 82 
13. S.L. Payne, op.cit. p. 92 
14. Ibid, p.93 
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in mind is not often a necessary requirement in making 
a judgement. There is ••• no special virtue in arbitrarily 
holding down the number of items to five or six." 
and he suggests that a limit of twelve or thirteen items in any list 
is in fact more reasonable. 
Clearly then, it would have been impractical to have 
expected respondents to have ranked a list of 74, or even 46 items. 
However, if Payne's guidelines were strictly followed, the list 
could consist of only twelve or thirteen statements, and thus the 
vast majority of the statements comprising each category system 
would have been excluded from the final schedule. A compromise was 
obviously required, and it was decided to devise a method which 
involved several "expanding" lists, rather than one "fixed" list. 
A certain number of statements would be placed into a series of 
"boxes"; each box would contain the same number of statements. 
Respondents would first treat each box separately and would elimin-
ate a certain number of statements from each, leaving those which 
they felt to be most important. The boxes would then be combined in 
pairs, and the statements remaining in each pair of boxes would be 
treated as one list, the respondent then eliminating a further 
number of statements. The process of combining boxes and eliminating 
statements would be continued until only 12 statements remained. 
These statements could then be ranked in numerical order by the 
respondent. This method is actually quite simple, despite its 
complicated sound, and is best described visually. (See p. 342). 
Various combinations of numbers of boxes and numbers of 
statements within the boxes were piloted on a small group of 
student-teachers. It was felt that any method which proved to be too 
complicated or confusing for them would clearly be too difficult for 
school pupils. (A method that was satisfactory for the student-
teachers would, of course, still have to be tested on pupils before 
any decision could be made about its use). In the case of the "Good 
Teacher" system, 8 boxes each containing 9 statements were tried; 
this method allowed all but two of the categories in the system to 
be included in the final schedule. It was found to be very compli-
cated however, and consequently the number of boxes was reduced to 
6, each containing 12 statements (thus 72 statements were again 
included). However, the number of statements in each box was then 
reduced to eight, since the procedure to be followed was still 
considered by respondents to be too confusing. 
After further testing, however, it was decided that the 
difficulty for respondents lay not in.the number of statements 
contained in each box, but actually in the number of boxes them-
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selves. Thus the final schedule which was eventually arrived at for 
the "Good Teacher" system on the basis of this pilot testing, (the 
schedule was pre-tested on a larger scale with both student-teachers 
and pupils as is described later), consisted of 4 boxes, each of 
which contained 12 statements. (Payne's( 15) remarks referred to 
earlier clearly precluded more than this number of statements in each 
box as well as in the final list to be ranked, since the process of 
elimination of statements from eaoh box requires a form of ranking 
to be carried out in the respondents' mind). The final schedule thus 
contained only 48 of the 74 "Good Teacher" statements which comprised 
the category system. However, these 48 statements included all state-
ments made by more than 2.2% of the pupils who wrote the essays. 
Thus minority views were well-represented. 
In the case of the "Purpose of School" system, four lists 
were again constructed; this time each list comprised eight state-
ments, and four statements were to be eliminated at each stage of 
the process already described. The number of statements in each list 
was fewer than for the "Good Teacher" system since the "Purpose of 
School" category system contained only 46 categories. The 32 state-
ments which were included in the schedule represented every state-
ment made by more than 2.7% of ~he pupils who wrote the essays. 
Other schemes of four lists of nine statements, and four lists of 
~ statements were also experimented with at the pilot stage; 
however, if nine statements were used in each list, then obviously 
exactly half (the method adopted for the "Good Teacher" system) 
could not be eliminated, and it was thought desirable to make the 
completion process for the two halves of the schedule as nearly 
identical as possible. If ten statements had been used, then the 
schedule would have contained 87% of the statements in the 11 Purpose 
of School" category system, whilst only 64.8% of the "Good Teachern 
statements had been included in that part of the schedule. If eight 
statements were included in each list, however, then 69.5% of the 
system's statements were included, more nearly equalising the pro-
portion of the statements from each of the two systems included in 
the schedule as a whole. Again, it could not be claimed that the 
final "Purpose of School 11 schedule failed to represent minority 
views, since as has already been stated, every statement that was 
made by over 2.7% of the sample was included. 
The final method of elimination to be adopted was the 
simple scoring out of statements by drawing a line through them. 
15. Ibid. 
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This 1-1as done a.t each stage of the process, (as has alree.,dy been 
described), leaving the preferred statements still visible. An 
alternative method, in which respondents v1ere s.sked at each stage 
to copy out their choices in spaces provided belm·T the original 
lists, was rejected after pilot-testing with t>vo classes of first-
year pupils in one of the secondary schools that provided the 
essays. (Goode and Hatt( 16 ) have commented that pilot-testing does 
not require a formal sampling design; first year pupils were chosen 
for the pilot since it was felt that if mixed-ability first-year 
pupils could cope \'lith procedure, vTOrdings, instructions etc., then 
it was reasonable to believe that older pupils of the same ability 
would also be able to do so). This process proved to be far too 
laborious and time-consuming, since for the "Good Teacher" system, 
pupils had to write down 36 statements, and for the "Purpose of 
Schooln system, 24 statements, in addition to making the required 
decisions. This procedure also required the pages of the ~uestion­
naire to be twice as large, or alternatively, for there to be twice 
the number of pages, than was the ca.se in the final version adopted. 
(A specimen copy of this method is included in Ap1;>endix 7 ) , 
(It was after this method had been abandoned the.,t the idea 
of "boxes" to contain the statements was adopted, since in the 
original form of the questionnaire, just described, the four 
original lists were presented without boxes, and headed A, B, C, and 
]). Pupils then wrote down their choices so that in the case of the 
"Good Teacher" section, 6 statements from list A were added to 6 
from list 
from list 
of School" 
list Y and 
B, to make a 
]) were added 
section was 
Pupils then 
6 from list 
list titled "Y", >vhilst 6 from list C and six 
to make "list Z". (The figure for the "Purpose 
five statements, not six). 
had to select a further 6 statements from 
Z to form their fin·~l list, the statements 
of which 1vould then ·be ranked. Not surprisingly, pupils found the 
instructions for this method difficult to follov!, with repeated 
references to "list A", "list B" etc. 
Once the list-headings v1ere discarded, however, another 
method of identifying the different lists had to be devised, and the 
boxes served this purpose, as well as making the page layout look 
neater. 
Twenty-four statements (16 in the case of the "Purpose of 
school" section) i·rere placed in a "solid" box on the left.;...hand. and 
24 on the right-hand side of the page. 
16. V.l.J. Goode and P.K. Hatt 9 op.cit. p. 146 
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C'GOOD TEACHER" SECTION). 
BOX 1 12 statements 12 statements BOX 3 
- - - - - - - - - -
BOX 2 12 statements 12 statements BOX 4 
("PURPOSE of SCHOOL" SECTION). 
BOX 1 8 s ta temen ts 8 statements BOX 3 
BOX 2 8 statements 8 statements BOX 4 
Boxes in each pair were divided as shown by a dotted line. Pairs 
were enclosed by a solid line. 
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Respondents first of all treated all four boxes -in the 
"Good Teacher" part of the schedule separately, and eliminated six 
statements out of the tHelve from each by drawing a line through 
them, leaving the six that they considered to be the most important 
characteristics of a '1 good teacher" in each box. They then mentally 
combined boxes 1 and 2 on the one hand and boxes 3 and 4 on the 
other, and treated each pair of boxes es one list, novr containing 
12 statements. They then eliminated a further 6 ste.tements from ea.ch 
list. The respondent was thus left with 6 statements on the left-
hand side and six on the right. He was then instructed to select 
from these 12 the six that he considered to be most important, and 
to rank these six in order of their importance to him. 
The procedure for the "Purpose of School" system was 
identical, except that four statements >·'ere eliminated in each box 
first of all, leaving eight remaining on each side; a further four 
were then eliminated from each side, leaving eig·ht in all, from 
which the respondent selected his four most important statements 
to be ranked. , 
The method described above thus required four separate 
ranking processes, as follows. (Figures in brackets refer to the 
"Purpose of School" system; other figures to the "Good Teacher 11 
system): 
1 • 
2. 
3. 
4. 
4 boxes of 12 statements (or 8). 
6 eliminated from each (or 4). 
2 boxes of 12 statements (or 8). 
6 eliminated from each (or 4) ~ 
2 boxes containing 6 statements each (or 4). 
The 12 statements (or 8) to be treated as one list. 
6 (or 4) selected from each for ranking. 
The 6 (or 4) statements selected, ranked in order 
of their importance to the respondent. 
The alternative methods which were tested at the pilot 
stage on student-teachers, (as.has already been described), required 
more than four separate ranking processes, since they involved 6 
or 8 boxes instead of 4. They thus proved to be more difficult and 
more time-consuming for respondents to follow. 
However, the final method adopted, which has been 
described above, posed additional problems of design. An accurate 
reflection of respondents' opinions for instance, would probably not 
have been obtained i.f all the most popular essay ste.tements had been 
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grouped in only one or two of the original four boxes, since 
respondents would have been forced by the method of completion to 
have eliminated half of them, regardless of whether, as might 
reasonably be expected, these statements were actually preferred to 
other statements retained in the other three boxes. Thus some method 
of balancing the contents of the boxes as regards the "popularity11 
of the statements that they contained was required. This balance was 
achieved by allocating to each box a spread of items, so that each 
box contained some of the most popular items, some of the least, and 
some of intermediate popularity. The items in each box were thus as 
far as possible equal in appeal to respondents, (as indicated by 
pupils' essay statements; there was of course as yet no indication 
of their possible appeal to student-teachers). 
At first the allocation of statements to the different 
boxes was made on the basis of the statements• frequency of mention 
in the essays. Thus the four most popular statements were divided 
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one to each box, and so on. However, it appeared that this method 
might have led to the final balance of statements being unduly 
biased by the views of older, academic pupils who, as has been 
mentioned before, wrote longer essays and thus made more statements 
than younger and non-academic pupils. (It was for this reason that 
the results of the content analysis were presented for sample sub-
groups). Thus it was decided to adopt an alternative method involving 
the summing of the rank positions for each category, (as determined. 
by the frequency of its use by the groups who wrote the essays), for 
each year group in all three schools. To these figures were added 
the rank positions of the categories for all non-certificate fourth 
year pupils, (as one group, re~rdless of school attended), to 
ensure that the views of non-certificate pupils, who wrote much 
shorter essays on the average than members of other groups, were 
taken fully into account. 
In fact, this method of calculating the 11 popularity" of 
the various statements produced only minor changes in order from 
the lists presented on pp. 312-313 and pp. 324-325, as a comparison 
of those tables with the ones following will show. Figures inside the 
brackets indicate the sum total of rank positions for the category 
in question according to the frequency with which it was used by 
the groups listed above. Thus, the higher this figure, then the less 
popular relatively is the statement .• As an example of this process, 
the figure in brackets for Category 2 of the "Good Teacherrr system 
was arrived at in the following way: 
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Rank of Category According 
Stratum of Sam:ele to frequency of use. 
First year pupils, School 1 •t 
Second 
" 
II II 1 4 
Third II " II 1 1 
Fourth II ll II 1 1 
Fifth 
" 
It II 1 1 
First II 11 School 2 7 
Second 
" 
It 11 2 
Third 
" 
tl 11 2 3 
Fourth II 11 " 2 1 
Fifth 11 n " 2 2 
First II II School 3 1 
Second II II II 3 3 
Third II II II 3 2 
Fourth II II II 3 3 
Fifth II tl II 3 1 
Non-certificate 4th year :pupils 2 
(all schools). 2.2 
It can be seen from the above table that 1 5 rank positions \·rere 
summed to arrive at the final figure. 
The four lists for the "Good Tea.cher 11 system were drawn 
up on the basis of this.method as follows; (rank "values" in 
brackets): 
Position in 
list. 
.1 . ' 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
TABDE % 
Position in 
list. 
1 
2 
3 
4 
5 
6 
7 
8 
THE STAT&·'IEI'!TS ALLOCATED to :SI\CH "BOX" 
---9J-·the _Qu~STIONNAIRE. 
Box 1 
2 ( 33) 
16 ( 1 31 ) 
65 (150) 
41 (278) 
19 (324) 
55 (331) 
74 (416) 
20 (479) 
3 ( 481) 
5 (495) 
43 (510) 
73 (554) 
Box1 
21 ( 21 ) 
5 (104) 
45 (218) 
2 ( 239) 
15 (257) 
20 (313) 
42 (341) 
43 (345) 
Box 2 
1 ( 51) 
62 ( 135) 
23 (144) 
42 (275) 
4 (279) 
35 (331) 
32 (366) 
61 ( 444) 
18 ( 488) 
59 (497) 
71 (512) 
27 ( 530) 
Box 2 
4 ( 68) 
19 ( 1 57) 
28 (255) 
36 (256) 
40 (277) 
33 (295) 
41 (318) 
1 ( 376) 
~~.2 
53 ( 38) 
14 (133) 
17 ( 156) 
12 (261) 
1 3 ( 279) 
22 (343) 
72 (394) 
26 (473) 
7 (495) 
29 (496) 
67 (511) 
37 (531) 
Box 3 
14' ( 80) 
32 (106) 
3 (182) 
7 (240) 
34 (266) 
38 (316) 
39 ( 316) 
11 ( 395) 
Eox 4 
11 (119) 
60 (142) 
46 (186) 
25 (265) 
63 (307) 
68 ( 338) 
47 ( 381) 
54 (482) 
56 (504) 
36 (539) 
6 (562) 
15 (602) 
Box 4 
8 ( 27) 
46 ( 86) 
16 (205) 
10 ( 239) 
6 (289) 
31 ( 298) 
37 (322) 
18 ( 369) 
As the above tables show, statements sharing the same 
position in the "Good Teacher" lists, and those sharing the same 
position in the "Purpose of School" lists also share as closely 
as possible the same figure in brackets, which indicates the 
"popularity" of the statement as measured by the method already 
outlined. The value of this figure in brackets increases in both 
systems vri th each step down the lists. In addition, 1•Ti th the except-
ion of the four categories at the foot of Box 4 of the "Good 
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Teacher" system, no category on any line has a value in brackets 
greater than any value on the lines below. That is to say that with 
the exception of these four categories, the values in brackets 
increase (denoting a decrease in popularity) as one progresses down 
the lists. The reason for the four exceptions wil~ be explained 
shortly. 
This method ensured that no one list had a monopoly of 
"popular" statements; the popularity of the statements included in 
each of the lists Has a.s fa.r as possible equalised for both of the 
systems. Also, statements sharing the same position in the lists 
shared approximately equal popularity. 
It ,.,as important that this should have been so, as will 
also be explained later. There ¥Jas an additional refinement to the 
schedule, however; it would clearly have been undesirable for one 
list in the "Good Teacher" section of the schedule to have contained, 
for example, all of the statements, or even a majority of the 
statements, relating to discipline and control, or to the teacher's 
personality, or to his teaching methods. Similarly, no list in the 
"Purpose of School" section of the schedule should have contained 
a monopoly of statements referring to "jobs and careers", and so on. 
This is because theoretically any one respondent might attach more 
weight to any one of these areas than to any of the others, and 
thus might wish to select all the "discipline" statements, for 
example,for his or her final six. Using the selection method that 
has already been described, it would clearly be impossible for a 
respondent to do this if all the discipline statements had initially 
been placed in the same list. Some of them would have to be elimin-
ated. Consequently, the statements referring to these various areas 
were sp.rea.d as equally as possible, with regard to their popularity, 
throughout the four lists in the appropriate section of the schedule. 
It was in fact for this reason that the four apparent anomalies in 
:Box 4 of the "Good Teacher" section arose, in an effort to equalise 
as far as possible the distribution of the groups of statements 
referring to discipline and control, teacher's personality and 
teaching methods throughout the four lists. 
This distribution was achieved as follows: it has already 
been described (seep. 241) how statements made by pupils in the 
"Good Teacher" and "Purpose of School" essays were assigned by the 
researcher and the essay coders to one of the broad areas. The three 
areas of "Good Teacher" statements have been described above; the 
"Purpose of School" statements fell into~ major areas: those 
relating to "social" functions, jobs and careers, subjects and 
skills, and personal developnent. These areas and the categories 
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included within them were agreed by the coders, (including the 
researcher). 
·The 12 steps of the "Good Teacher 1' lists and the 8 steps 
of the "Purpose of School" lists were each assigned a numerical 
value, with the value of 12, or 8, given to the top position, and 
the value 1 given to the lowest. The value of the statements 
belonging to any of the broad areas was calculated by summing these 
rank-position values for the area in question i,n each list. The 
follovving t:able reproduces Table 15 w.i th the exception that "C 11 , 
11 T11 and "P" indicators (Discipline and Control, Teaching rtiethods 
and Personality) have been added to the "Good Teacher" lists, and 
"SOC", "J", 11S.S." and "P" indicators have been appended to the 
11 Purpose of School 11 lists. (Social functions, Jobs and Careers, 
Subjects and Skills, and Personal Development). At the foot of each 
list the valu~ of the statements belonging to each area is indicated 
for each list. These values were as far as possible made eQual. 
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TA:BLE 1' 
VALUE. 
12 
11 
10 
9 
8 
7 
6 
5 
4 
3 
2 
THE HEIGHTING in EACH "BOX" of the 3 
"GOOD TEACHER. II AREAs • 
Box 1 
2 c ( 33) 
16 '1' ( 1 31 ) 
65 p (150) 
41 T (278) 
19 T (324) 
55 p (331) 
74 T (416) 
20 T (479) 
3 c ( 481) 
5 c (495) 
43 '1' (510) 
73 p (554) 
c 19 
p 18 
T 41 
Box 2 
1 c ( 51) 
62 p (135) 
23 T (144) 
42 T (275) 
4 c (279) 
35 T (331) 
32 T (366) 
61 p ( 444) 
18 T ( 488) 
59 T ( 497) 
71 p (512) 
27 T (530) 
c 20 
p 18 
T 40 
Box 3 
53 p ( 38) 
14 T (133) 
17 T (156) 
12 c (261) 
13 c (279) 
22 T (343) 
72 p (394) 
26 •r (473) 
7 c (495) 
29 'l' (496) 
67 p (511) 
37 T ( 5 31 ) 
c 21 
p 20 
T 37 
Box 4 
11 c (119) 
60 p (142) 
46 T (186) 
25 T (265) 
63 'l' (307) 
68 c ( 338) 
47 '1' ( 381) 
54 p ( 482) 
56 p (504) 
36 T (539) 
6 c (562) 
1 5 '1' ( 60~) 
c 21 
p 20 
T 37 
As an example, the C value for Box 1 is 12 + 4 + 3 = 19. 
TABLE 18 THE \AJEIGH:riNG in EACH "BOX" of the 4 
======== "PURPOSE of SCHOOL" AREAS. 
VALUE. 
8 
7 
6 
5 
4 
3 
2 
1 
J3ox1 
21 s .s. 
5 J 
45 p 
2 J 
15 soc 
20 soc 
42 p 
43 p 
J 12 
ss 8 
soc 7 
p 9 
( 21 ) 
( 1 04) 
( 218) 
( 239) 
( 257) 
( 31 3) 
( 341) 
( 345) 
Box 2 
4 J ( 68) 
19 soc ( 157) 
28 8.8.(255) 
36 p (256) 
40 p (277) 
3 3 s . s . ( 29 5) 
41 p (318) 
1 soc ( 376) 
J 8 
ss 9 
soc 8 
p 11 
Box 3 
14 soc ( 80) 
32 s.s.(1o6) 
3 J (182) 
7 J ( 240) 
34 p ( 266) 
38 p (316) 
39 F ( 316) 
11 S.S.(395) 
J 11 
ss 8 
soc 8 
p 
'9 
Box 4 
8 J ( 27) 
46 p ( 86) 
16 soc (205) 
10 S.S.(239) 
6 J (289) 
31 s.s.(?98) 
37 p (322) 
18 sos (369) 
J 12 
ss 8 
soc 7 
p 9 
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Thus, although each list does not contain the same 
number of statements from each area, (e.g. Box One in the "Good 
Teacher" lists contains three statements relating to disci~line and 
control; whilst Box Two contains only t1.o10 such statements), the 
vleighting of the areas in each list is as nearly identical as could 
be achieved. 
An additional problem to be considered, however, has been 
identified by Payne, amongst others. Payne( 17) has remarked that: 
"In a list of ideas, those at the extremes, particularly 
at the beginning, have the greatest drawing-power." 
Ilersic, quoting Mosteller( 18 ) has indicated the same tendency: 
" ••• the answers may be affected by the order in which 
the alternatives are presented. It has been shown that 
alternatives stated at the beginning or end of the list 
are apt to be favoured." 
Payne( 19) moreover cites evidence of experiments in \vhich the order 
of a gToup of statements (from which a certain number were to be 
selected) was rotated; in every case: 
" ••• the idea was chosen more frequently 1.o1hen it headed 
the list than 1.orhen it was at the bottom or near the 
centre. On average, the top position outdrew the bottom 
uosi tion by 4% and the middle position by 6~~. 11 
Ilersic( 20) too has added that: 
" ••• experiments have revealed that the position of any 
item is important, those at the top being mentioned 
more frequently than others." 
Whilst Goode and Hatt( 21 ) have commented: 
';There is ••• reason to believe that first alternatives 
are chosen more often." 
The literature thus suggests firmly that items placed 
at the t\oJO extremes of a list will tend to be more attractive to 
17. S.L. Payne, op._cit. p. 134 
18. A .R. Ilersic, op.cit. p. 345 
19. S.L. Payne, op.cit. PP• 84-85 
20. A.R. Ilersic, op.cit. p. 283 
21 • w .J. Goode and P.K. Hatt, op.cit. p. 160 
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respondents than items in the middle of a list are, and. secondly 
that items at the beginning of a list will be more attractive than 
those at the end. Thus the "order of attractiveness" is stated. to 
be (1) items at the beginning of a list, (2) items at the end, and 
(3) items in the middle. This problem of the varying attraction to 
respondents of different positions in the list can be easily solved 
by constructing "alternative forms" of the schedule, in which the 
position of any given item is varied by rotating it through the 
various forms. If, for exa.mple, there are four different forms, then 
25% of the respondents complete each form. An item would appear once 
at, or very near, the top of the list; once at or very near the 
bottom, and twice in the middle. This method has been used by ( 22 ) 
National Readership Surveys, amongst others. Selltiz, Jahoda et al., 
have stated that: 
"It is good practice ••• to have alternate forms of the 
questionnaire containing different ordering of the 
items." 
Whilst Goode and Hatt( 23) have also remarked that questions can be 
grouped in blocks and the blocks rotated to avoid bias arising from 
any possible preference on the part of respondents for the initial 
statements in the list. This is in fact the method that "'as adopted. 
In addition, as both Goode and Hatt and Oppenheim( 24) have pointed 
out, the "alternative forms" method also allows for the reliability 
of the schedule to be calculated. Goode and Hatt( 25) have commented 
that: 
"A frequent check on reliability is to rearrange the 
alternative answer choices so that equivalent samples 
of respondents will have, say, a given alternative 
answer presented first, second or third." 
Data for the results of the different forms is tabled separately 
in order to identify any variations in the pattern of answers. As 
Oppenheim( 26 ) has remarked: 
22. 
23. 
24. 
25. 
26. 
" ••• dividing the sample into two or more equivalent 
parts and presenting each part Hith a different answer 
sequence ••• makes it possible to measure the ••• bias and 
make allowance for it." 
c. Selltiz, M. Jahoda et al., op.cit. P• 571 
W.J. Goode and P.K. Hatt, op.cit. p. 141 
A.N. Oppenheim, op.cit. 
'ttl .J. Goode and. P.K. Hatt, op.cit. p. 160 
A .N. Oppenheim, op.cit. p. 56 
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:Belson,( 27) who is auoted by Ilersic,< 28 ) arranged lists 
of statements so that each had "on average about the same present-
ation position •••• " As far as possible each item appeared equally 
at the beginning, end and middle of the list. In addition, the 
entire sequence of statements was mixed in each of the various forms 
so that adjacent choices in one form were not repeatedly adjacent 
to each other. Finally, Payne( 29) has stated that if the method of 
"alternative forms" is adopted, then the researcher may be: 
" ••• reasonably sure that the possible effects of 
position have been fairly well cancelled out •••• " 
"If the order of stating the alternatives has had an 
effect on the results, then the averaged percentages 
from the ••• forms will cancel out this effect." 
Perhaps the only probl~m with this method is that as Lindeman( 31 ) 
has remarked, much more of the researcher's time and effort needs 
to be expended in constructing several forms of a schedule than 
would be the case if only one schedule were to be constructed. 
However, for the reasons already explained, the extra time and 
effort were deemed by the researcher to be worthwhile. As Payne(32) 
has stated: 
"This technique is a controlled experiment in every 
respect. vlhen correctly done, we can say that the only 
variation vle have allowed is in the vJOrding we are 
investigating." 
(The vrording of the statements, of course, remains the sa,me in all 
the forms of the questionnaire). 
The statements were grouped and rotated as follows: it 
has been explained already that for both halves of the schedule, 
the statements within each of the four boxes had been as nearly as 
possible balanced for popularity (as calculated by the frequency 
27. vl.A. :Belson, "Readership in :Britain," Business Review: 
(Australia), Vol. 6, 1964, pp. 416-420 
28. A.R. Ilersic, op.cit. P• 347 
29. S.L. Payne, op.cit. p. 85 
30. Ibid, p. 73 
31 • R.H. Lindeman, op.cit. P• 50 
32. S.L. Payne, op.cit. p. 74 
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of their use by certain groups in the essays; see p. 344 ). In 
addition they were as far as possible balanced according to the 
"value" (or popularity) of the various broad areas into which the 
categories fell. To avoid bias arising from one box in each pair 
ah1ays appearing on top, however, the boxes themselves were 
rotated through six forms of the schedule, according to the 
following pattern: 
Form 1. 
1 2 
3 4 
Form 2. 
4 3 
1 2 
Form 3. 
1 2 
4 3 
Form 4. 
2 4 
1 3 
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Form 5. 
3 
2 4 
Form 6. 
3 4 
1 2 
By this method of rotation, each box containing 12 statements 
("Good Teacher" system), or 8 statements ("Purpose of School" 
system) appeared three times on the top of a pair of boxes, and 
three times on the bottom, either on the left-hand or right-hand 
side. 
In addition, as the boxes were rotated through the six 
forms of the schedule, so also were the statements within them. In 
the case of the "Good Teacher" system, the statements were rotated 
in pairs within their respective boxes so that each pair of state-
ments occupied each of the possible six positions, as follows: 
(This pattern of rotation was followed for each box): 
TABLE 19 
FORM ( 1) 
1/2 
3/4 
5/6 
7/8 
9/10 
11/12 
THE ROTATION of PAIRS of STATEMENTS, 
"GOOD TEACHER" SECTION. 
FORM (2) 
4/3 
6/5 
8/7 
10/9 
12/11 
2/1 
FORM ( 3) 
5/6 
7/8 
9/10 
11/12 
1/2 
3/4 
FORM (4) 
8/7 
10/9 
12/11 
2/1 
4/3 
6/5 
FORM (5) 
9/10 
11/12 
1/2 
3/4 
5/6 
7/8 
FORM (6j 
12/11 
2/1 
4/3 
6/5 
8/7 
10/9 
In addition to the rotation of pairs of statements, as shown, the 
order of the two statements within each pair was alternated, as 
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indicated above, following the suggestion of Belson(33) which has 
already been mentioned. 
The order of pairs (4) for the "Purpose of School" 
system was as follows: 
TABLE 20 THE ROTATION of PAIRS of STATEMENTS 
"PURPOSE of SCHOOL" SECTION. 
FOBM (1} FOBM (2} FORM (3) FOBM (4} FORN (5} FOBM {6} 
1/2 2/1 3/4 4/3 5/6 8/7 
3/4 8/7 5/6 6/5 7/8 2/1 
5/6 6/5 7/8 8/7 1/2 4/3 
7/8 4/3 1/2 2/1 3/4 6/5 
Again the order of the statements within each pair was alternated. 
However, it may also be seen from the above table that since there 
were only four pairs of statements in each box instead of the six 
pairs in the "Good Teacher" system, it was not possible to equalise 
exactly the order of presentation of each of the pairs. As the 
table above shows, statements (1 and 2) and (3 and 4) in each box 
appeared at the top of the list twice in the six forms, whilst 
pairs (5 and 6) and (7 and 8) appeared at the top only once. To 
balance this fact however, pairs (1 and 2) and (3 and 4) also 
occupied the bottom position in the list twice, whilst pairs (5 and 
6) and (7 and 8) appeared in this position once only. Thus the 
middle ground of the list, (rank positions 3, 4, 5 and 6) were 
occupied four times in the six forms of the schedule by pairs (5 
and 6) and (7 and 8) but only twice by pairs (1 and 2) and (3 and 
4). In this way, the order of presentation of the pairs of state-
ments 1tras equalised as far as possible. 
It was decided to employ six forms of the schedule since 
this number allowed the pairing of all the statements presented in 
the "Good Teacher" part of the schedule, as already described, and 
perfect equality of position in the schedule for all pairs. The use 
of four forms of the questionnaire, rather than six, 1t1ould have 
allowed the same method and equality of distribution to be applied 
to the statements comprising the "Purpose of School" part of the 
questionnaire. However, the cost of printing rendered the production 
33. W.A. Belson, op.cit. 
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of six forms of the "Good Teacher" section and an additional four 
forms of the upurpose of School" section impossible. Alternatively 
four forms of·both parts of the questionnaire could have been 
produced as easily as six; however, the adoption of this method 
would have meant that the 12 "Good Teacher" statements in each box 
would have been rotated in threes rather than in pairs, and conse-
quently equality of position for all 12 statements overall could 
not have been obtained so accurately. 
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CHAPrER 10. 
THE DESIGN of TEE QUESTIONNAIRE. (Part 2) 
(PILOT TESTING) 
The Criteria for the Exact Wording 
of the Statements 
The Introduction for Student-Teachers, 
(its wording and layout) 
The Personal Details Requested 
from Student-Teachers 
The Introduction for Pupils 
The Instructions for Completion of the 
Questionnaire and Their Modification 
During Pilot Testing 
The Length of the Questionnaire. 
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It is clear that the validity of the questionnaire would 
have been called seriously into question had not the included 
statements adhered exactly to the category indicators decided upon 
by the essay coders. (See chapter 10 ). As a consequence, it was 
the category indicators that were adopted for the questionnaire. 
The only point of contention was whether or not, in the case of the 
"Purpose of School" section, the statements should take the form of, 
(e.g.) "To help us·to choose a job" or 11 To help pupils to choose a 
job." The former wording had been adopted for the essay category 
indicators, since it represented what the pupils actually wrote. For 
the most part they spoke about themselves in the first, rather than 
in the third, person. However, the questionnaire was to be completed 
by student-teachers as well as by pupils, and the word "us" clearly 
could not refer to the student-teachers, and thus could not be left 
in their questionnaires. It would have been theoretically possible 
to have had two sets of the schedule printed, one set to be complet-
ed by the pupils, using the word "us", and the other set, to be 
completed by the student-teachers, using the form "pupils". However, 
this complication, when coupled with the already-explained necessity 
to print six different forms of the schedule, would also have 
seriously escalated printing cost and difficulty. It was decided 
therefore to adopt the form "pupils" throughout the schedule, 
regardless of who the respondent \·JOuld be. There would be no ambig-
uity then for either pupils or student-teachers. 
Criteria for the writing of statements of opinion to be 
included in questionnaires, as set down in the literature, are 
nearly identical to those for content analysis category indicators, 
discussed earlier. (See p. 243 ). The reliable application of the 
content analysis category systems meant that the indicators, and 
therefore the statements included in the schedule, already satisfied 
those criteria. Viz: 
a) Statements should be as brief as possible; Payne( 1 )and Oppenhel~) 
have suggested that 20 words should be the maximum length, but 
Flesch(3) cited by Payne(4)has commented that "very easy 
1. S .L. Payne, op.ci t. p. 136 
2. A.N. Oppenheim, op.cit. P• 56 
3. R. Flesch, The Art of Plain Talk, Harper & Bros. 1946 
4. S.L. Payne, op.cit. P• 137 
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reading" consists of sentences averaging eight words or less. 
In fact·the longest statement in the "Good Teacher" part of the 
schedule was eleven words in length, and the longest in the 
"Purpose of School" section consisted of 15 words. 37 of the 48 
"Good Teacher" statements were of 8 words or less, \vhilst 15 of 
the 32 "Purpose of School" statements fell within the 8-word 
limit. 
b) They should not be double-barrelled; in other· \vord s they should 
contain only one idea. This was true of all the statements 
included. 
c) They should be unambiguous; "universal" words such as "all", 
"always", "none", "never", "each", "every", "nobody", "never", 
lead to ambiguity;:, and v1ere avoided except v1here they were 
considered to be necessary. "All" was used once, and "every" once 
also. ("A good teacher doesn't give homework at all"; "A good 
teacher doesn't give a class the same sort of work every lesson"). 
The other words listed were not used anywhere. 
d) They should refer to the present and not to the ~ast. 
e) They should avoid emotional phraseology that might bias 
respondents. 
f) They should use the active, not passive voice. 
g) They should be mutually exclusive. 
h) The list should be exhaustive; (it has been explained already to 
what extent this was so,) or space should be left for additional 
free response on the part of the respondent. (This was in fact 
done). 
i) They should be simnle. (Not consisting of compound sentences, 
and couch€d in the language of the respondents). 
Since the statements were the indicators of the cate-
gori~s that were applied to the pupils' essays, they were in fact 
vrrit-tien in the language of school children. This vla.s desirable, for 
I 
vrhilst student-teachers could be expected to understand pupils' 
language, -pupils themselves could not z,ll have been expected to 
understand the language of student-teachers) had the statements 
vrri tten using adult terminology. As Payne ( 5 has commented: 
"Survey questions ideally should be geared to embrace 
5. Ibid. p. 115 
been 
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all levels of understanding so that they have the same 
meaning for everyone. The obvious means of achieving 
this ideal is to adapt the wording to the understanding 
of the lowest educational levels ••• this can usually be 
done \vi thout giving the patronizing appearance of 
talking down to them •••• " 
In this case, the "lowest educational levels" were those of the 
pupils. Yarrow( 6) has also remarked that v1hen questionnaires for 
children are being constructed, care must be taken to prevent the 
"adult's frame of reference" from intruding, since: " ••• the child 
and adults may not be speaking the same language at all." In 
addition: 
" ••• multi-choice responses can force or create the form 
of the (response) by the items and alternatives 
presented, and can impose a framework which ••• is partly 
out of step with the child's reality." 
As a result, more significant dimensions might be missed. Yarrov1 
states, however, that these criticisms are not applicable when the 
items have come initially from the children themselves. Oppenheim( 8 ) 
has also stated that the researcher needs respondents: 
" ••• to think and express themselves as they do 
habitually; ••• this is one more reason for clothing 
the ••• statements in language that will be familiar 
to them." 
Whilst Payne(9) has added that we should seriously attempt " ••• to 
use as few unfamiliar words as possible in our questionnaire." 
As has been suggested prevous ly, the \vording of the 
statements crucially affects the validity of the questionnaire. 
Bynner et al,( 1o) have commented that: 
6. 
?. 
8. 
9. 
"Perhaps the most important aspect of validity is that 
the ••• items have meaning for the child who is responding 
to them. The vocabulary employed must be familiar to 
the child., and. the phrasing of the items must be of the 
type that he himself would use. This emphasises the 
need ••• for adequate pre-testing of any items one 
proposes to use •••• It also strongly recommends letting 
the population itself generate the items ••• rather than 
designing them beforehand." 
M.R. Yarrow, op.cit. p. 671 
Ibid. p. 664 
A~N. Oppenheim, op.cit. p. 116 
S.L. Payne, op.cit. P• 140 
10. J. Brynner, A Cashdon and B. Commins, op.cit. p. 18 
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Nisbet and Entwistle( 11 ) have also stated tha.t: 
"If the scale is to be applied to children, the use 
of children's essays as a source for statements helps 
to ensure that the v1ording is ap:!_)ropriate for children." 
As has been stated, since the statements appearing on the question-
naires were taken from the children's essays, the criteria of Bynner 
et al above are satisfied as regards pupils. However, the question-
naires were also tested on three groups of student-teachers, as has 
already been described, and they were invited to comment on the 
vlording used, both by viri ting remarks on the schedule itself a.nd by 
discussion with the researcher. Selltiz, Jahoda et al ( 12 ) have 
supported this approach: 
" ••• it is invaluable to supplement one's ovm efforts 
by the critical reactions of individuals v1ho are 
familiar ••• with the problem at hand." 
and ha.ve added that the researcher should be:( 13) " ••• alert to every 
reaction and comment of the respondent." Ilersic( 14) has also 
commented that: 
11 The reactions of typical resuondents ••• should be 
sought (informally and in pretests) to ensure that 
the questions are comprehensible." 
Goode and Hatt( 15) have added that during the pretesting period, the 
researcher should explore: 
" ••• with each experienced respondent the possible 
meanings of each question ••• the researcher ••• must 
go into the field in order to see hovl his best 
major d.raft seems to 'fit the subject. 1 11 
Whilst another remark of Ilersic( 16 ) is also of relevance: 
"A survey of a particular profession ••• can usefully 
employ the profession's common technical terms." 
Finally, Oppenheim( 17) has added that: 
"Often a statement that is, strictly speaking almost 
11 • J.D. Nisbet and N.J. Entvlistle, op.cit. P• 127 
12. c. Sell tiz, M. Jahoda et al, op.cit. p. 550 
1 3. Ibid, P• 551 
14. A.R. Ilersic, op.cit. p. 320 
1 5. vl .J. Goode and P.K. Hatt, op.cit. p. 1 36 
16. A .R. Ilersic, op.cit. P• 318 
17. A.N. Oppenheim, op.cit. p.115 
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meaningless, works very well because pilot work has 
shown that respondents cloak it, in their own way, 
with the meaning that our context requires." 
It is undeniable that schools as institutions have, to some extent, 
their own vocabulary, which is shared by both pupils and staff. An 
example of this is the collection of idioms surrounding the use of 
the tawse, or "belt" as it is known in schools. A pupil who has been 
strapped by a teacher will tell his friends that he has been 
"belted". A teacher may threaten a pupil: 11 stop talking or I'll belt 
you." A·pupil refusing the strap will say:-"I'm not taking it." Thus 
a child who chooses the strap in preference·to lines or detention 
is said to have "taken the belt." An "outsider" from England might 
find these idioms confusing, but they·would never be misunderstood 
by staff or pupils in,a Scottish school. 
The groups of student-teachers claimed to find the state-
ments clear and unambiguous, and the questionnaire was also tested 
on several classes of children, as has been explained. Whilst the 
main reason for this pilot work was to devise a satisfactory method 
for completing the schedule, pupil reaction to the wording of the 
statements was also noted by the researcher, and all the classes 
were asked whether they found any of the statements unclear. 
As might have been expected from the source of the state-
ments in the first place, no difficulties were reported. 
Two further important aspects of the design of the 
questionnaire were the instructions that were given to respondents, 
including the factual information on the front page, and the layout. 
These areas were also subject to modification during the pilot-
testing on both student-teachers and pupils that has already been 
described. The introduction and the instructions to the question-
naire serve the purpose ·of a) informing respondents of the purpose 
of the research b) . establishing rapport and enlisting their help 
and c) informing them of the method of response. Thus the instruc-
tions must in fact take the place of the interviewer, in that they 
must make the procedure clear, remove any a.mbigui ties, motivate the 
respondent and sustain his interest without antagonizing him. 
The wording of the introduction to the student-teachers' 
questionnaire was arrived at after discussion with the student-
teachers of the pilot sample in order to ensure that every phrase 
conveyed the intended meaning. The introduction consisted of five 
short paragraphs, comprising 16·lines in all. It was headed in 
capitals by the words "THIS IS NOT A TEST OF AliT KHID," in order 
to avoid giving· the impression that there were in fact any "right" 
362 
or "wrong" answers. (A copy of the complete questionnaire is to be 
found in Appendix-Eight). 
The first paragraph stated who was carrying out the 
research: " ••• a fully-registered teacher formerly employed in a 
comprehensive school in the Central Region," and also who the 
"sponsors" were: "The research is financed by the Social Science 
Research Council," " ••• a project being undertaken at the University 
of Durham." It was felt that the fact that the researcher was a 
"fully-registeredn teacher (i.e. had completed the Scottish 2-year 
probationary period) and had taught in a comprehensive school was 
worth pointing out, since there often seems to be hostility within 
the teaching profession, and perhaps even within those groups 
training to become teachers, directed at research that is carried out 
by "outsiders11 , i.e. by those who have little or no teaching 
experience. The references to the University of Durham and to the 
S .s .R .c. were in tended to sho\v that the research had 11 official" 
financial and academic sponsorship. The first paragraph also pointed 
out that student-teachers in another College of Education would also 
complete the questionnaire, as would a number of pupils in secondary 
schools. 
The second paragraph explained the purpose of the 
research: " ••• to compare the views of pupils of different ages and 
abilities and student-teachers •••• It is hoped that the findings \vill 
be useful in the training of future teachers." Obviously, respond-
ents were not told the hypothesis of the research, since they might 
then have adapted their answers according to whether or not they 
agreed with the hypothesis. 
Paragraph three explained the layout of the questionnaire: 
where the various lists of statements were to be found, what they 
were about, and how the statements had been derived. Respondents 
were requested to give their~ opinions, as there were no right 
or wrong answers. 
Paragraph four requested that after the body of the 
questionnaire had been completed, respondents should also supply the 
personal details asked for on the front and back pages of the 
questionnaire. Respondents were assured of the strict confidentiality 
with which this information would be treated, and also of their 
anonimity. They were also reassured that the information was required 
only for the comparison of different groups of student-teachers, not 
of individuals. 
The final paragraph stated: 
"If the results are to be representative of student-
teacher opinion, it is vital that the highest possible 
percentage of questionnaires be completed and returned. 
Thank you very much for your co-operation and for 
giving up your time. 11 
As can be seen, the final paragraph made an appeal to the 
altruistic, disinterested motives of the respondent; both Sletto( 18 ) 
and Goode and Hatt,( 19) having found that: 
" ••• extensive research has demonstrated that an appeal 
to disinterested motives is strongest." 
It also expressed the researcher's appreciation for the effort and 
time of the respondent, although because of the method of administ-
ration of the questionnaire, the problem of non-response was not 
thought to be a serious one. (To a large extent, the student-teachers 
formed a 11 captive audience", having attended their tutorials to be 
confronted by the questionnaire), However, apart from the obvious 
point o.f politeness being desirable, it was felt to be important to 
motivate the respondents since they would then presumably be more 
likely to devote their full care and attention to their response. 
It was considered that these instructions met the 
criteria laid down by Goode and Hatt, ( 2o) vTho have stated that the 
covering letter should explain: 
11 
••• vThat (the researcher) is doing, vThy he is doing it, 
and for whom •••• The letter ••• must leave nothing 
unexulained ••• must be brief ••• lengthiness usually 
~ . 
destroys its impact ••• should convey the impression 
of scientific comp.etence •••• Nothing should a:9pear to 
be hidden or suspicious." 
Oppenheim, ( 21 ) has also added that: 
18. R .F. 
19. w .J. 
20. Ibid, 
21 • A.N. 
"The initial explanation of the survey is most important, 
together with its sponsorship. 1t/e should ••• stress the 
confidentiality and anonimity of the results." 
The style of the introduction was formal, research cited 
Sletto, op.cit. 
Goode and P.K. Hatt, op.cit. P• 178 
PP• 136 & 176-7 
Oppenheim, op.cit. p. 65 
by Ilersic( 22 ) having sh01m that there is little difference betl-reen 
formal and informal style as far as the effect on the response-rate 
is concerned, whilst formal English l-las considered to be more in 
keeping than informal language with the requirement of an "impression 
of scientific competence." 
The introduction was printed on the front page of the 
actual questionnaire, rather than on a separate covering letter, 
since it was more convenient for both the researcher and the 
respondents to have only one item to deal with rather than two. 
Ilersic has also commented that a higher response rate is usually 
achieved when the introduction is actually on the same sheet as the 
questionnaire. 
The rest of the front page l-ras taken up with questions 
about personal details, together with boxes or spaces for replies. 
This section was expanded 0fter discussion with the pilot group of 
student-teachers; four of the questions following question 12: 
"Please give the type(s) of schools in l-lhich you spent your remain-
ing periods of practice" "'ere added after the discussion, since the 
students felt that the additional questions might deal with variables 
that were important. These questions were: 
a) Have any of your periods of teaching practice been spent in the 
Central Region? 
b) Do you expect to be teaching full-time next session? 
c) If not, do you wish to do so? 
d) Looking back on your periods of teaching practice, would you say 
that on the whole with reference to discipline you have 
experienced: 
Very few problems? 
Not all that many problems? 
An average number of problems? 
Quite a lot of problems? 
A great many problems? 
Questions b) and c) above were inserted at the suggestion of the 
student-teachers involved in the pilot test since by this time (1976) 
the job prospects for newly-qualified teachers "'ere becoming 
increasingly poor. As suggested in the literature, neutral, factual 
22. A.R. Ilersic, op.cit. 
questions were presented first; ind.eed only t,w questions were 
not factual, and these vtere placed at the end. These two questions 
referred to the students' expectations of getting a teaching post 
on completion of their course, and to the degree of discipline 
problems the respondents had experienced on teaching practice. This 
last was a potentially sensitive area, as was age (question tv10); 
again, as recommended in the literature, check-lists vtere provided 
for responses to these questions so that respondents did not have to 
g·i ve exactly precise answers. The students in the pilot-test said 
that they did not object to either question in this form. 
Most of the replies to the questions required only a tick 
in an appropriate box, but some required a few words to be written 
by the respondent. (Eg. "Name of University attended."). On the 
suggestion of some of the pilot-group students, the boxes provided 
for the researcher to code these "open" questions were placed in a 
column on the right-hand side of the front page, ruled off from the 
rest of the page, and headed "FOR OFJnCE USE. ONLY." These students 
felt that they had been confused during the pilot-testing by the 
presence of boxes which were for the researcher's use being placed 
amongst those boxes that they themselves were expected to tick. 
Oppenheim( 23) has commented on this point: 
" ••• every effort should be made to save the respondent 
time and effort by the use of lines, insets, different 
type-forms, headings, boxes and so forth." 
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The layout of the front page was as clear as possible; 
questions were typed in block capitals and widely spaced. Paper size 
was A 3 and the paper was of good quality to allow for the use of 
either ink or pencil. An electric typewriter was used to type the 
questionnaire on much larger sheets, (17-i" x 12!") which were then 
reduced to A 3 size by the printer. It would not have been possible 
to have typed the questionnaire directly on to A 3 size paper, as the 
type-size would have been too large for the desired layout to have 
been obtained. It was felt that this size of page was easy to handle; 
under the circumstances of the administration of the questionnaire 
in college tutorial groups, anything.larger would have been difficult 
to manoevre on respondents' knees and chair writing-flaps. The colour 
23. A.N. Oppenheim, op.cit. p. 66 
chosen was white, as both Scott( 24) and Ilersic( 25) have suggested 
that the colour of paper has no effect on the response-rate. To 
replace the introduction on page one intended for student-teachers, 
teachers ad..ministering the questionnaire to pupils Here given a 
short standard introduction to read to them. There was thus no need 
for two separate introductions to be printed. ·The pupils' intro-
duction was as follovJS: 
"This is not a test. There are no right or 11rong answers. 
Lots of secondary-school pupils in the Region are being 
asked to give their ideas about Hhat School Is For and about the 
things that make a good Teacher. The essays are not for your teachers. 
They are for someone \vho is \·Jri ting a book about these tvJO subjects. 
The ideas of hundreds of pupils will be added together to give 
students vrho are training to become teachers a picture of vrhat 
things pupils really think are important. Over the page there are 
four lists of statements about a Good Teacher and further on there 
are another four lists about Hhat School Is For. All the statements 
in the lists have been taken from essays that pupils in schools in 
this area have written. If you follow the instructions, you i·Till 
end up 1-.ri th a final list of the things that you think are most 
important. This is a chance for you to say ivhat you really think 
about good teachers and about the purpose of school. Remember that 
your ovm ideas are wanted, so don't just copy someone else's'. There 
really are no right or >·rrong ansvrers, and your ideas are just as 
important as anyone else's."Pupils 1-.rere asked to \·Trite only their 
year and sex on the front of the questionnaire, (the question of 
anonimity for both students and. pupils is discussed later), and to 
ignore the front and back pages. It was found during pilot-testing 
that this introduction ena,bled the purpose of the research to be 
understood by pupils, and also covered all the questions likely to 
be raised by them. 
Page tvro of the questionnaire contained the "good teacher" 
lists and instructions for their completion; page three contained 
the "purpose of school" lists and instructions. vlhilst the fr~nt 
and back pages vJere intended for completion only by student-teachers, 
pages two a..nd three of the schedule would also be completed by 
24. C. Sco.tt, .. "Research On Iviail Surveys 11 , Journ2l of the '?..oyal 
Statistical Society, Vol. 124, Number 2, 1961 pp. 143-195 
25. A.R. Ilersic, op.cit. p. 266 
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pupils. The instructions on these pages thus had to be straight-
forward enough to be understood by the youngest and least able 
secondary-school pupils. They were pilot-tested, as already explained, 
on two first-year classes~ as well as on student-teachers, and as 
a result, certain modifications were made to both layout and 
instructions. As has been commented previously, printed instructions 
must on a questionnaire take the place of an interviewer, and 
consequently, as Goode and Hatt( 26 ) have remarked, the researcher: 
" ••• must make certain that a total stranger to the 
research can follow the directions with no effort." 
The modifications made v1ere as follows: 
(1) The four "good teacher" lists and the four "purpose of school" 
lists were originally headed A, B, C and D. However some pupils 
found the references to these letters in the instructions to be 
confusing: 
Eg. "In List A, tick the six statements that you think are 
most important. (Just think about the statements in 
List A while you are doing this). 
Then go on to List B and tick the 6 that you think are 
most important there. 
Then tick 6 in List C and 6 in List D in just the same 
way." 
In an earlier stage of the pilot work when pupils were, as explained, 
asked to write down their choices at each stage of the process, 
the position was further complicated by the labelling of the tt.,ro 
created lists as "List W" and "List X". Consequently these instruc-
tions were considerably simplified in the final version: 
"Consider the lists one at a time, and in each of the 
~' tick the six points that you consider to be the 
most important." 
(2) Respondents, both pupils and student-teachers, felt that the 
statements in the boxes were typed too closely together. (They 
were single-spaced). Spacing was thus altered to treble-spacing, 
resulting in a clearer lay-out and the isolation of each.state-
ment for reading and assimilation. As a result of increasing 
the spacing, the length of the "Good Teacher" double boxes also 
increased, from just under 4i inches to 6i inches, whilst the 
"Purpose of School" double boxes increased from 2i inches to 
just under 5 inches. This expansion had the effect of utilising 
26·. "vl.J. Goode and P.K. Hatt, op.cit. p. 178 
the page more effectively, as in the pilot questionnaire much 
of the page (at least half, in the case of the "Good Teacher" 
statements, and two-thirds on the "Purpose of School" page) was 
left· blank. The layout 1-.ras thus made more attractive and easy 
to follow. 
(3) Similarly, a larger gap (almost half an inch) was left between 
the instructions and the boxes at both top and bottom of the 
questionnaire. This again resulted in a less cramped appearance. 
(4) To avoid ambiguity it was made clear that both the "good teacher" 
and the "purpose of school 11 statements referred to the secondary 
school situation. 
(5) It was found that some pupils were not clear that their final 
12 or 8 statements were to be treated as one list, reeardless 
of whether they appeared in the left-hand or right-hand box. It 
was thus emphasised in the final draft that the remaining state-
ments were in fact to be treated as though they comprised one 
list. 
(6) Similarly, it was stressed that the numerals to indicate the 
respondents' ranking of the final 6 or 4 statements were to be 
placed on the left of the statements. This vras done since many 
pupils seemed to be unsure of where to write their numerals, and 
vrere >-.rorried by this fact. It was also found to be easier for 
coding purposes if all the numbers were in the same position. 
(7) In the case of the "good teachertt lists, it was made clear in 
the instructions before the lists that the instructions vrere 
also continued after the lists. ('rhis was achieved by adding the 
words: "THEN SEE 13ELOVT THE LISTS" to the instructions above). 
This modification vras made because \ifithout it, students and 
pupils were repeatedly asking "what do we do now? 11 after folloVI-
ing the initial instructions. Some even believed that they had 
finished the operation entirely when they had only completed the 
first stage. 
(8) Further to this point, the 3 instructions below the 11 good teacher': 
lists were rearranged one to a line, for the purposes of clarity 
and ease of understanding. 
(9) In the instructions preceding the "Purpose of School" statements, 
the sentence: " ••• you are asked to tick the four !JOints within 
each list that you consider represent the most important purposes 
of school, 11 vras altered so that the words "you consider" 1-.rere 
deleted, aii.d the words 11..!2___you11 were inserted after "represent." 
Thus the final sentence-read: ir ••• you are asked to tick the four 
points' within each list that represent to you the most 
important purposes of school." This alteration was made because 
a few of the students believed that they were being asked to 
rank in accordance with what they deemed to be 11 society's" 
views rather than thei1' 0\offi. The second wording removed this 
possible ambiguity. 
(10) Below the "Purpose of School" lists, space was left for free 
response; any teacher characteristics or purposes of school not 
included in the lists that were felt by the respondents to be 
more important than one or more of their final selection, could 
be added. As has been explained, it was not considered likely 
that this space would be much used, since the range of alter-
natives presented in the lists \vas very comprehensive, as far 
as both pupils and student-teachers were concerned. However, 
both Ilersic( 27) and Goode and Hatt( 28 ) have pointed out that 
such space for additional comments acts as a stimulus or 
incentive to respond fully and accurately. The instructions for 
this section were altered to remove the suggestion that the 
lists were not intended to be comprehensive. This instruction 
read, in the pilot form: 
"If there are any further points concerning the 'purpose 
of school' or the 'characteristics of a good teacher' 
that were not included in these lists but which you 
feel are even more important than one or more of your 
final selection ••• then please use this space to write 
them, and number them to indicate where in your final 
list they would come." 
This instruction was altered in the final version to read: 
"If you feel that your final lists do not fully reflect 
the points that you consider to be most important on 
these two issues, please use the space below to write 
any additional points, numbering them to indicate where 
in.your final list they would come." 
It was felt that the second version did not have the appearance 
of actually suggesting that there ivould probably be more points 
to be added, as the first version did. At the foot of page three 
there was an instruction to turn to page 4. 
The final page, (page 4), of the questionnaire contained 
a continuation of the questions on personal details for student 
respondents, and two further lists of 12 statements referring 
27. A.R. Ilersic, op.cit. p. 264 
28. W.J. Goode and P.K. Hatt, op.cit. p. 182 
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to the "characteristics of a good teacher" and 12 to the "purpose 
of school", together with an introduction~ Page 4 of the question-
naire was~solely for the use of student-teachers, and was not 
intended for pupils at all. 
These statements were selected in order to find whether 
or not the student-teachers would accurately assess pupil opinion; 
it was assumed when compiling these two lists that the pupils' 
questionnaire responses would reflect fairly closely the content 
analysis results of their essays, (see the discussion of the 
validity.of the questionnaire pp. 420-421). The content analysis 
results were used to draw up carefully balanced lists for this 
purpose. 
Thus in each of the two lists, ("Good Teacher" and 
"Purpose of School"), eight of the 12 statements included had been 
placed in the top 30% according to frequency of use in the essays, 
whilst the other 4 categories were less popular. Within this top 
30%, 5 "Good Teacher" categories (Numbers 1, 11, 16, 23 and 53) and 
4 "Purpose of School" categories (Numbers 4, 8, 21 and 46) had been 
ranked in the top 10% by frequency of use, and a further 2 in the 
top 20%, ("Good Teacher" Numbers 14 and 17; "Purpose of School" 
Numbers 5 and 3?) • 
Within this framework of selection determined by frequency 
of use in the essays, the "Good Teachertt statements were chosen to 
achieve a balance between statements referring to the teacher's 
discipline and .control (C) teaching methods (T) and personal 
qualities (P). Thus the 12 statements were comprised of 6 T state-
ments, 4 P statements, and 2 C statements. 
The "Purpose of School" statements were also chosen to 
present a balance between the different types of statement. Thus 6 
statements referred to the pupils' personal development (P), 4 to 
jobs and careers (J) and 2 to subjects and skills (s.s.). 
It was felt that the actual statements included were not 
particularly important individually, so long as they offered a 
spread of area as outlined above, and so long as they included 
popular pupils' statements, ones of intermediate popularity, and 
unpopular statements, as revealed by the essay coding. As was the 
case with the main lists on pages 2 and 3 of the questionnaire, the 
statements were rotated in pairs, and within each pair the order of 
the two statements was alternated. Each pair of statements thus 
occupied each of the six possible positions within the list. The 
order of the presentation of pairs for both the "Good Teacher" and 
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"Purpose of School" statements l-Ias as follows: 
FORM (1} l!,ORM 2 FORN ( 2} FO!ilti ( 4} FORM ~5} FORM (6} 
1/2 12 11 9/10 8/7 5/ 4/3 
3/4 2/1 11/12 10/9 7/8 6/5 
5/6 4/3 1/2 12/11 9/10 8/7 
7/8 6/5 3/4 2/1 11/12 10/9 
9/10 8/7 5/6 4/3 1/2 12/11 
11/12 10/9 7/8 6/5 3/4 2/1 
In the pilot form of the questionnaire page 4 contained 
3 further questions on respondents' background: 
a) How many spells of teaching-practice have you spent so far in 
co-educational comprehensive (i.e. non-selective) schools? 
1 
2 
3 
b) Please give the type(s) of schools in which you spent your 
remaining periods of practice: 
c) Have you ever been employed as a teacher before coming on this 
course? 
If the answer is yes, please give details of type(s) of school, 
length of time you spent there, and whether or not you were 
certificated. 
However, in the final questionnaire, due to better 
utilisation of the front page, and to smaller print obtained by 
reducing the typed original as previously explained, these three 
questions, plus three additional questions which have already been 
discussed, were accommodated on page one. The only question that 
remained on page four in the final questionnaire was that relating 
to discipline problems experienced on teaching-practice. This 
question could not be fitted on page one due to lack of space, and 
its inclusion on page four in any case balanced the layout of this 
page, which otherwise would have been only half-filled. There is 
also a possibility that respondents may have been more l-lilling to 
answer such a personal question having been "warmed up" by the rest 
of the questionnaire. It was for these reasons, coupled with the 
suggestions of the relevant literature that factual questions should 
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be presented first, that led to this particular question that 
required a subjective answer occupying the last page. 
The question ·was sepa.ra ted from the two lists above by a 
row of asterisks, which were added after the pilot stage since many 
students found the juxtaposition of the lists and the question to be 
confusing. To separate further the two sections, there was a half-
inch gap left betv1een the lists ·and the asterisks, and bet\veen the 
asterisks and the discipline question. 
The introduction above the lists explained once more that 
pages 2 and 3 of the questionnaire \vould also be completed by a 
cross-section of comprehensive-school pupils. It was stressed that 
pupils of all ages and abilities would be equally represented. 
Respondents were then asked to tick in each list the four statements 
out of the twelve given that they believed the sample of pupils 
would collectively have ranked most highly \~Then their answers were 
totalled. 
Clearly this was a difficult task, since the students 
\vould not knovr the pupils involved in ansvrering the questionnaire. 
However, they were asked to draw on their experience of teaching-
practice and to indicate ivhat they felt to be the most likely 
choices of a cross-section of comprehensive pupils. It i·Tas felt tha.t 
this information would add a further dimension to the research, 
since not only would the opinions of pupils and student-teachers 
on the topics in question be obtained, but also student-teachers' 
ideas of uupil opinions would be discovered. It vmuld be of interest, 
for instance, if student-teachers were found not to realise vThat 
pupils' views on the topics actually are, since it might be 
envisaged that the students' behaviour in the classroom might be 
,. 
affected by these eroneous beliefs. If the students did indeed appear 
to misinterpret pupil opinion, then further research in this area 
would clearly be valuable. 
The only alterations concerning these lists to be made as 
a result of the pilot-test were the substitution of the word 
"ranked" for "placed" to avoid ambiguity in the sentence: " ••• tick in 
each list the four statements out of the tvTelve given in each list 
which you believe the sa..rnple of pupils \·Till have placed most 
highly •••• " and the addition of a heading above both of the boxes in 
order to make it clear what the statements referred to, (although 
since all the statements had appeared on page 2 or page 3 of the 
questionnaire, there should have been little difficulty). Thus one 
"box" of statements was headed: "The Purpose of School is:" and the 
other "A Good Teacher:" Finally, page 4 ended vTi th the \-Tords 
"Thank you very much.". 
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The Length of The Questionnaire. 
Substantial research has been conducted by Sletto, ( 29) 
Scott,(30) Lindeman(31) and others on the extent to which the length 
of questionnaires affects response-rate. They found surprisingly 
little evidence to suggest that length was in fact a significant 
factor in affecting response. Scott found that even doubling the 
length made little difference, and that in fact the response rate 
increased slightly as the length of the questionnaire also increased. 
The only rider to this \vas that longer questionnaires also took 
longer to be returned. 
Sletto states that when 300 students we~e divided into 
3 groups of 100, and each group was sent a questionnaire of different 
length, (10 pages, 25 pages and 30 pages) there was only a 5-10% 
difference in the response-rate between the group with the 10-page 
questionnaire and the one with the 30-page schedule. He concluded 
that: ( 32) 
" ••• the factor of length is less important than it has 
generally been assumed to be, in so far as proportion 
of returns is concerned." 
Ilersic(33) has also commented that: 
"Although it seems obvious that there must be a limit 
to the length of the questionnaire if a satisfactory 
·response-rate is to be achieved, the available evidence 
gives little support for this view." 
:Both Ilersic ( 34) and Lindeman, ( 35) hm·Jever, have pointed out 
something that common-sense would suggest is true: 
29. R.F. 
30. \>1 .A • 
31. R.H. 
32. R.F. 
33· A.R. 
34· Ibid. 
35. R.H. 
" ••• much would seem to depend on personal involvement: 
the more interested people are in the subject of the 
questionnaire, the more they are likely to fill in and 
return even quite lengthy questionnaires." 
Sletto, op.cit. 
Scott, op.cit. 
Lindeman, op.cit. 
Sletto, op.cit. p. 196 
Ilersic, op.ci t. p. 263 
p. 285 
Lindeman, op.ei t. p. 35 
It was found in the pilot and pretests that the pupils completing 
the questionnaire were very keen to do so and were involved whole-
heartedly in the task. This statement applies to pupils of all ages 
and abilities within the comprehensive school, even the least able. 
Their keeness appeared to be due to the fact that someone was 
actually asking their opinions on topics that were of central 
importance in their lives, (teachers and school), as has been 
commented on previously, (see p. 204 ) in the context of the 
writing of the essays by pupils. Yarrow(36) has also pointed out 
that the task of responding to questions and of filling in "multiple-
choice11 type schedules is a very familiar one to pupils and is 
unlikely to prove 11 especially trying." 
The students were found to be less keen than the school 
pupils, but were still interested in completing the questionnaire 
and appeared to do so conscientiously. A motivating factor, it was 
discovered in discussion with the pilot group, was the fact that the 
questionnaire stated that all the statements had come from the 
essays of pupils, and were thus derived from some sort of fact 
rather than from pure "researcher's theory." The two topics of the 
questionnaire were of course also of great significance to the 
future occupational roles of the students, even if the issues were 
not quite so burning for them as they appeared to be for the pupils. 
The research on the effect of length on response-rate 
was not however especially significant to the administration of this 
questionnaire, since the method of administration meant that both 
pupils and student-teachers were "captive 11 in their classrooms and 
tutorial groups. \vhat was more "'orrying 'tras that the length of the 
questionnaire might affect the attention given by the respondents 
to the task, so that ans,.rers "'ere not conscientiously given. To this 
end the method of completion that was devised (the scoring out of 
statements in the lists) involved the minimum of actual \·rri ting. 
(It was stated already that an alternative method of completing 
the schedule, which involved the respondent in copying out all of 
his choices at each stage, was abandoned as being too laborious and 
time~consuming). Goode and Hatt(37) have suggested that to prevent 
informant fatigue, " ••• self-administering questionnaires should not, 
usually, require more than thirty minutes to complete •••• 11 The pilot 
36. M.R. Yarrow, op.cit. p. 675 
37. W.J. Goode and P.K. Hatt, op.cit. p. 134 
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study showed that in fact the students took appreciably less time 
to complete the questionnaire than this. The personal details took 
only two or three minutes to provide, since most of the questions 
required only a tick in the appropriate box, and the whole schedule 
took on average 20 minutes to fill in. Some students were finished 
within 15 minutes, whilst only a few required half an hour. 
The pupils vlere required only to complete pages 2 and 3 
of the schedule, and as has already been commented, school-children 
are used to answering Horksheets and multiple-choice papers of all 
kinds. It \vas found that virtually all children completed the 
questionnaire. within 30 minutes (many in much less time than this) 
and the rest finished within the confines of a single lesson (40 
m.illnutes). 
It was felt, therefore, that there v1as no great danger 
of the accuracy and truthfulness of the replies suffering because 
of the questionnaire's length, especially since, as has been 
commented already, respondents, especially pupils, appeared to be 
keenly involved in the answering process. Children were very 
interested in comparing one another's final choices. The issue of 
length affecting motivation and accuracy of replies is, of course, 
crucially bound up in the issue of the questionnaire's validity 
which is discussed in the next chapter. 
The pilot-testing of the questionnaire, (described by 
Sletto(3B) as "essentially a trial and error procedure"), was thus 
complete. Pilot-testing \vas essential in order to identify flaws in 
design and procedure, and Oppenheim(39) has correctly commented 
that: 
"Many vreeks of planning, reading, design and exploratory 
pilot vwrk will be needed before any sort of specifica-
tion can be determined." 
38. R.F. Sletto, op.cit. p. 200 
39. A.N. Oppenheim, op.cit. p. 24 
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CHAPI'ER 11 • 
THE DESIGN of THE QUESTIONliAIRE. (Part 3) 
(PRE-TESTING) 
The Reliability of the Questionnaire for 
Measuring Student-Teachers' Responses 
The Reliability of the Questionnaire for 
Measuring Pupils' Responses 
The Validity of the Questionnaire 
The Pupil and Student-Teacher Samples 
The Administration of the Questionnaire 
to Pupils and Student-Teachers. 
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The Design of The Questionnaire. Pretesting. 
The pretesting of an instrument is more formal than the 
pilot-testing; actual administrative procedure is adhered to, and 
trial tables of results can be dravm up; it is in fact, the survey 
"in miniature11 , as Ilersic( 1 ) has commented. It also provides 
further opportunity to discuss any problems of ivording, layout, 
instructions etc. with respondents, although difficulties in these 
areas should largely have been erradicated at the pilot stage. The 
pretest can also provide data for the calculation of the relia.bility 
of the questionnaire. 
Clearly, in the case of a questionnaire \·rhich is given 
to several hundred members of a certain group, the reliability-of 
the response of individuals is not really of major importance. 
Rather it is the reliability of the group response that is crucia.J_. 
This is perhaps especially true in the case of children, Hho may 
on any one occasion give a response that is based on an experience 
that is fresh in their minds, but ,vrhich vrill not affect their 
long-term opinion on the issue in q_uestion. \Vi th a large sample, 
idiosyncratic errors stemming from immediate experiences should 
largely cancel one another out. Situational factors may also cause 
instability in response, especially in the case of children; the 
context in which the questionnaire is presented, the pupil's 
motivation and his relationship with the person administering the 
test can all be influential factors affecting response. 
Several methods of calculating gToup relia.bili ty 1vere 
considered; (one advantage of the questionnaire over the earlier 
open essay ans1·1ers and over the interview Has that the markins- or 
coding of them was completely objective, unlike the content analysis 
coding described earlier. Thus coder or intervie1ver errors uere 
eliminated). The test-retest method of determining relia.bili ty 
involves, as the name suggests, the administration of the ~uestion­
naire on a second occasion, after a determined period of time has 
elapsed after the first administration. The group responses are then 
compared and a "coefficient of sta.bility" is calculated. 
There are various T)roblems vli th this method; firstly, 
there is often difficulty in arriving at an appropriate time-gap. 
If the interval is too short, then there is a possibility that 
11 .. li..R. Ilersic, op.cit. p. 275 
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responses given on the first occasion may be remembered by individ-
ual respondents, whereas if the interval is too long, then the 
respondent may in the intervening period be subjected to experiences 
vlhich genuinely affect his opinions on the topics in question. The 
first case vJOuld produce an over-estimate of the true degree of 
reliability of the test and the second an underestimate. 
Perhaps the major problem, however, is the practical one 
of gaining access to the respondents for a second time; clearly the 
tutors in the two Colleges of Education would have been reluctant 
to lose tutorial time on two occasions at the end of the session, 
just before their students left to take up their first teaching 
posts. Headteachers would also be reluctant to allow their pupils' 
classes to be disrupted for a second occasion, especially for such 
an apparently "pointless" repetitive task. 
It was largely for this practical reason that the 
equivalent forms method of determining reliability was adopted. As 
has already been described (seep. 355 ), six·alternative forms 
of the questionnaire were printed, in \vhich the statements were 
rotated in order of presentation within their boxes and the boxes 
themselves were also rotated, in order to avoid bias arising from 
the order of presentation of the statements. To assess its reliab-
ility the questionnaire was administered to a group of student-
teachers and to a group of pupils. 
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The Reliability of the Questionnaire Students. 
· One of the two Colleges of Education ·which l-TOuld 
participate later in the full survey had also agreed to provide 
facilities for the formal pretest. Six tutorial groups within the 
Education Department of the College were chosen at random; the 
total membership of these six groups was 68, but there were four 
absentees. The questionnaires were administered by the group tutors, 
who were given a four-page booklet (see Appendix 9) which explained 
the pUrpose and background of the research, and the administrative 
procedure to be followed. The tutors were also asked to give certain 
basic details, such as sex and teaching subject of non-respondents, 
and they were invited to make any comments or criticisms that they 
wished on the entire procedure and on the instructions. In addition, 
the Head of the Education Department '"as given a summary of the 
results of the content analysis of the pupils' essays, which tutors 
could, if they wished, discuss with th~ir students after the 
questionnaires had been completed and collected. 
A mixture of the different forms of the questionnaire 
was given to each tutor so that the students in any one group did 
not all complete the same form: This was done to eliminate as far 
as possible copying or comparison of responses. The questionnaires 
were distributed in such a way that at least ten students completed 
each of the six forms of the schedule; in cases where more than ten 
of a particular form were completed the surplus questionnaires were 
randomly discarded. Whilst it would have been desirable for a larger 
sample to have been used, so that more than 10 copies of each form 
of the questionnaire were completed, it was administratively 
impossible to gain access to a larger student sample than this; the 
Colleges of Education were aware that their tutorial time would be 
required again at a later date when the questionnaire would be 
administered to the full sample. It was felt that the 60 completed 
schedules would in any case allow a reasonable assessment of the 
reliability of the schedule to be made. 
The replies to the sixty questionnaires were coded by the 
researcher, (coding being simply a matter of recording the rank 
position and the content analysis category number of each chosen 
statement), and for each form of the schedule a table of results 
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was drawn up indicating the content analysis category number of the 
statement assigned by each respondent to the different rank positions. 
(Ranks 1-6 in the case of the "Good Teacher" part of the schedule, 
and 1-4 in the case of the "Purpose of Schooltt section). !,.n example 
of one of these tables, ahov.ring the results fdr form 1 of the 
questionnaire, is given below: 
THE RESULTS for ONE FORI1 of the QUESTIONNAIRE, 
TABLE 21 COIJIPLETED BY TEN STUDENT-TEACHERS • 
"GOOD rrEACHER". 
BAl\JK ASSIGNED 
TO STATEMENT 
BY RESPmiDEKT. RESPONDE!I1T NO. 
1 2 3 4. 5 6 7 8 9 10 
C_.;. TEGGRY N 0 • of STATEMENT SELECTED 
1 16 2 25 22 17 73 16 16 27 ~ 27 
2 11 26 1 16 53 1 17 20 3 25 
3 62 17 16 46 27 25 19 47 63 1 
4 17 23 11 65 2 17 35 22 16 20 
5 20 27 12 26 55 16 25 18 22 17 
6 68 11 23 37 16 14 47 37 1 14 
\Vhen the tables had been drawn up as sho-vm for the· 
"Good Teacher" and "Purpose of School 11 sections of the six forms of 
the questionnaire, (12 tables in all), the reliability of the 
questionnaire as a whole could be assessed by calculating the level 
of agreement between the replies to the six'different forms. Before 
this could be done, however, it was necessary to decide what exactly 
constituted an "agreement". There were two possible ways of 
approaching this problem: an "agreement" could be counted only 
when, for example, a statement was ranked first by a. respondent on 
one form of the questionnaire, and first also by a respondent on 
another form. In other \vords, only when the rank position given to 
a statement by two res]ondents completing different forms of the 
questionnaire was identical. 
Alternatively, and more generously, an agreement could 
be counted if a statement was included by two respondents ~ompleting 
different forms of the questionnaire anywhere in their six ranked 
statements in the case of the "Good Teacher" section or anywhere in 
their four ranked statements, ("Purpose of School" section). The 
likelihood of any one statement being ranked, for·example, first by 
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any one respondent was 4~ ("Good Teacher" section) or 3~ 
("Purpose of School" section). Thus the likelihood of any t\.1o 
respondents, completing different forms of the 
ranking the same statement first was 2364 
case of the "Good Teacher" section, or 1 1024 
questionnaire, both 
~ 48 : 48 ? in the 
( 1 ) 
(32 X 32) 
("Purpose of School" section). Such an agreement, if it occurred 
frequently, would clearly indicate an extremely high degree of 
reliability, as measured by the extent of agreement between the 
replies to the different forms of the questionnaire. 
However, it was felt to be more realistic to adopt 
instead the second procedure outlined above, recognising an 
"agreement" when two respondents completing different forms of the 
schedule both included the same statement anywhere in their six 
ranked "Good Teacher" statements, or four ranked "Purpose of 
School" statements, since the odds against this type of "agreement" 
1 ( 1 ) 1 
occurring by chance were 64 (8 x 8 ) (There was a 8 chance 
of any respondent including any one statement in his ranked six in 
the "Good Teacher" section or his ranked four in the "Purpose of 
School" section). It was considered that a high level of agreement 
calculated by this method would indicate the satisfactory reliab-
ility of the questionnaire. 
After the questionnaire had been coded and the twelve 
tables described previously had been drawn up, indicating for each 
form of the schedule the content analysis category number of the 
statement assigned to each rank position by each respondent, a 
further series of tables was compiled, showing the results for each 
possible pair of forms of the questionnaires. 
382 
There were fifteen possible pairs, as follo\oTS: 
FORM FORJVT 
1 I 2 
1 I 3 
1 I 4 
1 I 5 
1 I 6 
2 I 3 
2 I 4 
2 I 5 
2 I 6 
3 I 4 
3 I 5 
3 I 6 
4 I 5 
4 I 6 
5 I 6 
These tables indicated, for each possible pair of forms, the number 
of respondents placing each statement (identified by content 
analysis category numbers) into one of the six ranked positions 
("Good Teacher" section), or four ranked positions ("Purpose of 
School" section). The tables also indicated the number of agreements 
and disagreements on the choice of each statement between respond-
ents completing the two different forms of the schedule, and the 
sum total of these agreements and disagreements. 
As there were ten respondents for each form of the 
questionnaire, and each statement could be included in the six or 
four ranked statements once only by any one respondent, the maxi-
mum number of times that any statement could be included in the 
ranked positions for any one form was ten. Thus the maximum number 
of agreements for any one statement was also ten, (if all ten 
respondents completing both forms of the schedule included a part-
icular statement in the ranked positions). The maximum possible 
number of disagreements was ten as well; (if all the respondents 
completing one form included a statement in the ranked positions, 
whilst none of the respondents completing the other form did so). An 
example of one of these tables, showing the results for the "Purpose 
of School" statements for form one and form two of the questionnaire 
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is given below: 
TABLE 22 
NO. OF RESPONDENTS llWLUDING THE STATEMENT 
IU THEIR FOUR RANKED CHOICES. 
CATEGORY 
NO. of 
S_TA TEI'f1ENT FORM ONE of FORM TWO of NO. of NO. of 
SELECTED. QUESTIONNAIRE SUESTIONNAIRE AGREEMENTS DISAGREEMENTS 
1 0 1 0 1 
2 3 4 3 1 
3 0 0 0 0 
4 2 2 2 0 
5 0 4 0 4 
6 1 0 0 1 
1 0 2 0 2 
8 0 0 0 0 
10 0 0 0 0 
11 0 0 0 0 
14 0 0 0 0 
15 0 0 0 0 
16 0 1 0 1 
18 0 0 0 0 
19 0 0 0 0 
20 0 0 0 0 
21 0 0 0 0 
28 0 0 0 0 
31 0 0 0 0 
32 4 4 4 0 
33 1 0 0 1 
34 0 0 0 0 
36 2 2 2 0 
37 1 0 0 1 
38 3 2 2 1 
39 5 1 1 4 
40 1 0 0 1 
41 5 5 5 0 
42 5 3 3 2 
43 0 0 0 0 
45 3 2 2 1 
46 4 1 4 ' 3 
28 24 
From this series of tables, the level of percentage agreement 
between responses to the two forms of the questionnaire could be 
calculated. At its simplest, this calculation could be made using 
Holsti's( 2) formula already discussed (see P•. 266 ) for calcu-
lating percentage agreement bet1r1een two content analysis coders. 
(2M) The formula is expressed (N1) + (N2) v1here M = the number of 
agreements and N = the number of decisions made by each coder, or 
in this case, all respondents. Thus for the preceding table, showing 
the agreement between respondents' answers to form on·e of the 
questionnaire and. answers to form two, the formula would be 
completed.: 
+ 40 
28~ (40 (2 X = 56 80 = 70% 
(Since there were 28 agreements and the ten respondents who 
completed each form of the questionnaire made four choices each 
(=40) out of the 32 alternatives). (Note that this figure would be 
60 in the case of the "Good. Teacher" section: 6 x 10). 
The application of this formula to all 15 possible pairs 
for both the "Good. Teacher" and. the "Purpose of School" sections 
yielded. the following table of percentage agreement between the 
different forms of the questionnaire: 
2. O.R. Holsti, op.cit. 
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TABLE 23 PERCENTAGE AGREEMENT BETWEEN STlfDENTS ' RESPONSES 
TO ALL PAIRED FORMS of the QUESTIONNAIRE. 
"Good Teacher" "Purpose of School" 
Section. Section. 
PAIRS of FORMS of NUMBER of NUMBER of 
THE QUESTIONNAIRE AGREEMENTS ~ AGREEMENTS 
-¥or 1/2 41 = 68.33 28 = 0 
1/3 43 = 71 .66 27 = 67.5% 
1/4 40 = 66.66 32 = 80% 
1/5 44 = 73.33 34 = 85% 
1/6 46 = 76.66 33 = 82.5% 
2/3 36 = 60.00 24 = 60% 
2/4 37 = 61 .66 27 = 67.5% 
2/5 44 = 73-33 27 = 67.5% 
2/6 40 = 66.66 30 = 75% 
3/4 42 = 70.00 29 = 72.5% 
3/5 41 = 68.33 29 = 72.5% 
3/6 43 = 71.66 27 = 67-5% 
4/5 36 = 60.00 32 = 80% 
4/6 38 = 63.33 32 = 80% 
5/6 _jQ = 66.66 ..ll = 77-5% 
MAXIMUM POSSIBLE 
AGREEMENT = 60 = 40 
The average percentage agreement between the paired forms of the 
"Good Teacher" section of the questionnaire was 67.89%, whilst for 
the "Purpose of School" section it was 73.66%; not only did the 
latter section contain fewer statements from which to choose (32 as 
opposed to 48) but these results also suggested ·that there were a 
few "popular statements" chosen by a large proportion of respondents 
in the "Purpose of School" section, whilst choices were more widely 
spread in the "Good Teacher" section. This theory was borne out, 
since in fact four statements in the "Purpose of School" section 
attracted 52.92% of the ranked choices, whilst 11 statements (or 
34.38% of those available), attracted no choice$ at all from the 
group of 60 respondents. For the "Good Teacher" section, the four 
most frequently-chosen statements attracted only 35-56% of the total 
choices, whilst 14 statements, or only 29.17% of the total of 48 
available for selection, attracted no choice at all. Thus the 
remaining 12.7% of choices in the "Purpose of School" section were 
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split between only 17 categories, whilst the remaining 35.27% of the 
"Good Teacher" choices were divided between 30 categories. 
A further point of interest \>Tas that when the number of 
agreements for the "Good Teacher" and "Purpose of School" sections 
of each pair of forms were added together, giving a total 100 
possible agreements, (60 11 Good Teacher" + 40 "Purpose of School"), 
only four of the fifteen pairs showed a deviation of more than 2 
agreements 
shown below: 
TABLE 24 
+ 70. The sum totals of agreements for each pair are 
TOTAL No. of AGREEMENTS for EACH PAIR 
of FORMS (STUDENTS). 
("Good Teacher" Section +"Purpose of School" Section). 
PAIRS of FORMS of 
THE QUESTIONNAIRE. 
1/2 
1/3 
1/4 
1/5 
1/6 
2/3 
2/4 
2/5 
2/6 
3/4 
3/5 
3/6 
4/5 
4/6 
5/6 
TOTAL POSSIBLE AGREEMENTS = 
TOTAL of AGREEMENTS. 
69 
70 
72 
78) 
79~ 
60~ 
64) 
) 
71 
70 
71 
70 
70. 
68 
70 
71 
100 
Thus the pairs of form one and form five of the questionnaire, and 
' 
of form one and form six, produced unusually high levels of agree-
ment, whilst the pairs of form two and form three, and of form tv10 
and form four produced unusually low levels. The reason for this 
discrepancy is difficult to explain since the rotation pattern was, 
as has been previously explained, constant throughout the six forms 
of the questionnaire. 
Although the levels of percentage agreement between the 
various pairs of forms were reasonably high when calculated by 
~~) . . Holsti's formula (N1 + (N2) , they in fact underestimated the 
true level of agreement, since as was discussed earlier, Holsti's 
formula takes no account of the level of agreement to be expected 
purely by chance. 
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A formula which does take account of this factor is that 
of Scott( 3), which was discussed earlier in the chapter dealing with 
the reliability of the content analysis coding operation, (see 
p •. 274 ). Scott's formula requires the totalling of the number of 
times that each statement in the "Good Teacher" and "Purpose of 
School" sections of the questionnaire was ranked in the top six 
(G.T. section) or top four (P.S. section). This figure is then 
divided by the total number of decisions made. (360 in the case of 
the "Good Teacher" section, since 10 respondents completed each of 
the 6 forms of the questionnaire, making 6 decisions each = 10 x 6 
x 6 240 in the case of the "Purpose of School" section: 10 x 6 x 
4). The resulting figure indicates the proportion of the total 
number of decisions (value= 1) given to each statement. This 
figure is then squared for all statements, and the value of the 
squares is totalled for each section of the questionnaire. The 
formula can then be applied. The following tables indicate a) the 
total number of times each statement was included in the top six 
("Good Teacher") or top four ("Purpose of School") statements, 
b) the proportion of the total number of decisions given to this 
statement, c) the value of this proportion when squared, and d) 
the sum of the squared values: 
3. W.A. Scott, op.cit. 
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TABLE 25 
"GOOD TEACHER" SECTION. 
PROPORTION of 
TOTAL NO. of TOTAL NO. of 
STATEHENT DECISIONS GIVEN DECISIONS. (z) 
z2 NUMBER. TO S TA TEI''IENT • {VALUE = 1l 
1 24 0.0666666 0.0044444 
2 22 0.0611111 0.0037345 
3 4 0.0111111 0.0001234 
4 2 0.0055555 0.0000308 
5 0 0 0 
6 0 0 0 
7 0 0 0 
11 30 0.0833333 0.0069444 
12 9 0.025 0.000625 
13 0 0 0 
14 8 0.0222222 0.0004938 
15 0 0 0 
16 35 0.0972222 0.0094521 
17 36 0.01 0.01 
18 3 0.0083333 0.0000694 
19 4 0.0111111 0.0001234 
20 16 0.0444444 0.0019753 
22 16 0.0444444 0.0019753 
23 10 0.0277777 0.0007716 
25 20 0.0555555 0.0030864 
26 27 0.075 0.0056250 
27 18 0.05 0.0025 
29 0 0 0 
32 0 0 0 
35 10 0.0277777 0.0007716 
36 0 0 0 
37 2 0.0055555 0.0000308 
41 0 0 0 
42 0 0 0 
43 1 0.0027777 0.0000077 
46 3 0.008 3333 0.0000694 
47 8 0.0222222 0.0004938 
53 7 0.0194444 0.0003780 
54 3 0.0083333 0.0000694 
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TABLE 25 (cont.) 
11 GOOD TEACHER" SECTION. 
PROPORTION of 
TOTAL NO. of TOTAL NO. of 
STAT:EMENT DECISIONS GIVEN DECISIONS. (Z) 
z2 NUMBER. to STATEMENT • (VALUE = 1 } 
55 5 0.0138888 0.0001928 
56 0 0 0 
59 1 0.0027777 0.0000077 
60 1 0.0027777 0.0000077 
61. 3 0.0083333 0.0000694 
62 3 0.0083333 0.0000694. 
63 9 0.025 0.0006250 
65 12 0.0333333 0.0011111 
67 0 0 0 
68 2 0.0055555 0.0000308 
71 0 0 0 
72 1 0.0027777 0.0000077 
73 5 0.0138888 0.0001928 
74 0 0 0 
SUN of z2 = 0.0561099 
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TABLE 26 
"PURPOSE of SCHOOL" SECTION. 
PROPORTION of 
TOTAL NO. of TOTAL NO. of 
STATEMENr DECISIONS GIVEN DECISIONS. (z) 
z2 NUMBER. to S'l~TEMENT. (VALUE = 1} 
1 1 0.0041666 0.0000173 
2 13 0.0541666 0.0029340 
3 2 0.0083333 0.0000694 
4 10 0.0416666 0. 0017 361 
5 4 0.0166666 0.0002777 
6 3 0.0125 0.0001562 
7 4 0.0166666 0.0002777 
8 0 0 0 
10 1 0.0041666 0.0000173 
11 1 0.0041666 0.0000173 
14 0 0 0 
15 0 0 0 
16 1 0.0041666 0.0000173 
18 0 0 0 
19 0 0 0 
20 0 0 0 
21 0 0 0 
28 0 0 0 
31 0 0 0 
32 28 0.1166666 0.0136110 
33 2 0.0083333 0.0000694 
34 0 0 0 
36 13 0.0541666 0.0029340 
37 7 0.0291666 0.0008506 
38 19 0.0791666 0.0062~73 
. i 39 10 0.0416666 0.0017361 
40 5 0.0208333 0.0004340 
41 38 0.1583333 0.0250694 
42 28 0.1166666 0. 01 36110 
43 0 0 0 
45 17 0.07083.33 0.0050173 
46 33 0.1375 0.0182062 
·SUM of z2 = 0.0940266 
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Scott's formula is A E E , where A = the actual agreement between 1 
pairs, and E = the level of expected agreement by chance. For 
example, for forms 1 and 2 of the "Good Teacher" section of the 
questionnaire, the actual percentage agreement arrived at by 
Holsti's formula was 68.33. Scott's formulae thus reads: 
68.33 0.0561 
1 = 
68.27 4 
0.9439 = 
The results for all the pairs of forms v1ere as follows: 
TABLE 27 
PAIRS of 
FORMS of the 
PERCENTAGE AGREENENT BETWEEN PAIRS of FORl"'S 
of the ~UESTIONNAIRE.CALCULATED BY 
SCOTT'S FORMULA (STUDENTS) •. 
nGOOD TEACHER" . "PURPOSE of SCHOOL" 
s_UESTIONNAIRE. SECTION. SECTION. 
1/2 72.33% 77.16% 
1/3 75.87% 7 4.40% 
1/4 70.57% 88.20% 
1/5 77.63% 93.72% 
1/6 81 .17% 90.96;f 
2/3 6 3. 51% 66.12% 
2/4 65.27% 74.40~~ 
2/5 77.63% 74.40% 
2/6 70.57% 82.68% 
3/4 7 4.1 O% 79-92% 
3/5 72.33% 79.92% 
3/6 75.87% 74-40% 
4/5 63.51% 88.20% 
4/6 67.04% 88.20% 
5/6 70.57% 85.4496 
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The average percentage agreement for the two forms of the question-
naire, using Scott's formula was 71.86% for the "Good Teacher" 
section, and 81.21% for the "Purpose of School" section. 
However~ perhaps the best method of calculating the 
reliability of the questionnaire is based on Spearman's Rank Order 
Correlation( 4) (Rho), since this correlation provides, as its title 
suggests, a coefficient of correlation between two rank orders. 
Spearman's formula is: 
Rho = 1 
N(N 2 - 1 ) 
where D = the difference in rank position of a statement on two 
forms of the questionnaire 
and N = the size of the population. 
On the surface this formula appears to be ideal for the 
task of computing the level of agreement between ranked statements 
on different forms of the questionnaire. However, Spearman's 
formula cannot be applied to this problem as easily as it could be 
applied, for instance, to measuring agreement benreen a class of 
pupils' rank positions in Latin and French. This is because of the 
problem of zero use and the value to be attributed to it. To 
illustrate, if a class of thirty pupils sits exams in both French 
and Latin, all pupils will have a rank position for both subjects, 
so that the rank order correlation may be easily calculated using 
Spearman's formula. However, in the case of respondents completing 
the questionnaire, only six statements had to be chosen and ranked 
out of 48 ("Good Teacher" section) or 4 out of 32 ("Purpose of 
School" section). Thus statements ranked 1, 2, 3, 4, by one respon-
dent may not have been ranked at all by another. The only solution 
to this problem appears to be to attribute an· artificial "rank 
value" to an absence, a process which, because of its artificiality, 
is not satisfactory. Spearman's formula can however be applied in 
another wa.y. Rank positions for each statement can be calculated 
for each form of the schedule simply by arranging the statements in 
descending order according to the total number of times that they 
appeared in the ranked six or ranked four statements of all respon-
d.ents. A difficulty arises, however, over the problem of tied ranks; 
4. G.A. :F'erguson, Statistical Anal sis 
(New York: McGraw-Hill, 1966 , p. 
and Education, 
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for instance if, say, 12 statements ~trere not included in the 
ranked six by any respondent completing a particular form of the 
questionnaire. In such cases the ranks which would have been given 
to the 12 statements had their positions not been tied are summed 
and averaged, and the average rank position is awarded to all 12. 
For instance, if the 12 statements not included in any respondent's 
ranked six occupy the rank positions 37-48, then the rank accorded 
to them isi27 ~ 48 = 42.5. (It should be noted that the use of 
Spearman's rho assumes that the ranks are the first N integers; 
where tied ranks occur this is in fact not so, and consequently 
where many tied ranks occur, the value of rho will be artificially 
lowered, as the sum of the squares of the tied ranks will not 
tally with the sum of the squares of the first N integers). 
From the tables, an example of which is given on p. ~84 , 
indicating for each form of the schedule the number of respondents 
including each statement in their four ("purpose of school") or 
six ("good teacher") choices, a further set of tables was compiled, 
indicating the relative rank positions of each statement for each 
form of the questionnaire. As explained, the rank positions for 
each statement on each form of the questionnaire ~trere calculated 
by arranging the statements in order according to the frequency 
with which they appeared in the ranked four or ranked six lists. 
The ranks for each form of the questionnaire were then compared 
with those for each of the other forms; (fifteen possible pairs, 
as explained before). An example of these tables, again using 
forms one and two of the "Purpose of School" section of the 
schedule, is given belo~tr: 
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TABLE 28. 
RANK POSITION RANK POSITION 
ACCORDING. TO ACCORDING. TO 
CATEGORY NUMBER. OF TIMES NUMBER OF TIMES 
No. of PLACED IN TOP 4 PLACED IN TOP 4 
STATEMENT. FORM ONE of FORM T\'i'O of D2 SELECTED. 9.UESTIONNAmE. SDESTIONNAIRE. D 
1 ·23.5 ·13 10.5 110.25 
2 7 4 3 9 
3 23.5 23.5 0 0 
4 9.5 9 0.5 0.25 
5 23.5 4 19.5 380.25 
6 12.5 23.5 11.0 121 
7 23.5 9 14.5 210.25 
8 23.5 23.5 0 0 
10 23.5 23.5 0 0 
11 23.5 23.5 0 0 
14 23.5 23.5 0 0 
15 23.5 23.5 0 0 
16 23.5 13 10.5 110.25 
18 23.5 23.5 0 0 
19 23.5 23.5 0 0 
20 23.5 23.5 0 0 
21 23.5 23.5 0 0 
28 23.5 23.5 0 0 
31 23.5 23.5 0 0 
32 4·5 4 0.5 0.25 
33 12.5 23.5 11.0 121 
34 23.5 23.5 0 0 
36 9.5 23.5 0.5 0.25 
37 12.5 23.5 11.0 121 
38 .7 9 2 4 
39 2 13 11 121 
40 12.5 23.5 11 121 
41 2 2 0 0 
42 2 6 4 16 
43 23.5 23.5 0 0 
45 7 9 2 4 
46 4-5 1 3-5 12.22 
2 1462 sum of D = 
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Spearman's formula involves summing the squares of the differences 
in rank position. 
( (6 r ]2~ ) In this case rho = 1 - ~ N(N2 ~ - 1 ) 
(where N = 32, the number of s ta temen ts) 
= 1 ~ 6 X 1462 ~ 
( 32( 322 - 1 ) ) 
= 1 ~ 8712 ) 32736 ) 
= 1 0.26796 
= 0.7320 
The value of rho for the fifteen possible pairs of forms was as 
follows: 
TABLE 29 
PAIRS of 
FORMS of THE 
QUESTIONNAIRE. 
1/2 
1/3 
1/4 
1/5 
1/6 
2/3 
2/4 
2/5 
2/6 
3/4 
3/5 
3/6 
4/5 
4/6 
5/6 
VALUE of SPEARYlAN'S Rho for ALL POSSIBLE PAIRS 
of the ~UESTIONNAIRE. (STUDENTS). 
"GOOD TEACHER" "PURPOSE of SCHOOL" 
SECTION. SECTION. 
o. 7774 0.7320 
0.8243 0.1762 
0.7643 0.8518 
0.-7820 0.9323 
0.8050 0.9372 
0.6907 0.6566 
0.6887 0.7681 
0.7194 0.7825 
0.7548 0.7690 
0.7573 0.7945 
0.7842 0.7916 
0.8354 0.7669 
0.6826 0.9082 
0.7371 0.8906 
0.7167 0.9372 
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The average value of Rho for the "Good Teacher" section of the 
questionnaire was 0.7547 and for the "Purpose of School" section 
it was 0.8197. 
A formula. for assessing the statistical significance of 
these values of rho is given by Ferguson.(5) The formula is for use 
when the value of N is 10 or greater and involves the use of a t 
given by: 
t = rho j N 2 
1 2 rho 
Thus for the "Good Teacher" average value of rho, the formula reads: 
t = 0.7547 j 48 2 
1 (0.7547 2) 
j = 0.7547 46 0.43043 
= 0.7547 j 106.8699 
= 0.7547 X 10.3378 
= 1.8012 
This quantity has a t distribution with N- 2 d.f. = 46 d.f. 
Consultation of a table of critical values of t sho"IS 
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that for 46 d.f. this value oft is significant at < than the 
0.0005 level for a one-tailed test, thus indicating a satisfactory 
statistically significant level of reliability between responses to 
the different forms of this part of_the questionnaire. 
In the case of the "Purpose of School" average value of 
rho, the formula is completed: 
t = 0.8197 J 32 2 1 ( 0 .8197 2) 
= 0.8197 J 20 0.3281 
= 0.8197 J 91.4355 
= 0.8197 X 9.5622 
= 1·8281 
5. G.A. :F'erguson, op.cit. 219-220 
Reference to the table of critical values of t shows that for 30 
degrees of freedom this value of t is also significant at <: 
than the 0.0005 level for a one-tailed test. Thus the reliability 
of this part of the questionnaire was also established at a satis-
factory level. 
A fina.l test of the statistical significance of the level 
of agreement between the different forms. of the questionnaire can 
however be obtained by calculating the coefficient of concordance 
(vl)( 6 ) between the pairs of forms. vl has a value of 1 for perfect 
agreement and of 0 in the case of total disagreement. For each 
statement on each form of the questionnaire the ranks allocated to 
it by respondents are totalled, and the rank sums for the different 
statements are compared. Variation between the rank sums will be at 
a maximum when all the respondents agree in their ranking. Disagree-
ment between respondents is reflected in a reduction in the 
variation of rank sums. (In the case of maximum disagreement, the 
rank sums are nearly equal). The coefficient of concordance is thus 
defined as the ratio of G (the sum of the squares of rank sums for 
N statements) to the maximum·possible value of S. This coefficient 
is related to the value of Spearman's rho, as indicated by the 
formula: 
rho = MW 1 
M 1 
where rho =the average value of Spearman's rank order correlation 
coefficient for all possible pairs of ranks, and M = the number of 
sets of ranks. (6 in this case, representing each form of the 
questionnaire). Thus in the case of the "Good Teacher" section of 
the questionnaire, where as just shown, the average value of 
Spearman 1 s rho vTas 0. 7 547, the formula reads: 
0.7547 = 6W 1 
6 1 
= 0.7547 = 6w 1 
5 
= (5 X 0.7547) + 1 = 6\v 
= 4-7735 = 6W 
= w = 4.1722 
6 
= w = 0.7956 
6. Ibid, u. 225 
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Whilst for the "Purpose of School" section, the formula is 
completed: 
0.8197 = 6>vl 1 
6 1 
= 0.8197 = 6W 1 
5 
= (5 X 0.8197)+1 = 6W 
= 5.0985 = 6W 
= w = 2·0285 
6 
w = 0.8428 
(The inclusion of what Ferguson (7) calls a. "correction factor" (T) 
would in fact increase the value of W still further). 
The statistical significance of the coefficient of 
concordance may be calculated by means of a chi-square test. The 
formula is as follows: 
x2 = M(N 1)W 
where M =the number of sets of ranks (6), N =the number of items in 
each set, (48 in the "Good Teacher" section and 32 in the "Purpose of 
School" section), and W = the value of the coefficient of concord-
ance. Thus the chi-square value for the "Good Teacher" part of the 
questionnaire was: 
6(48 1) 0.7956 
= 224.36 
The number of d.f. is (N-1) = 47. Reference to the table "Critical 
Values of Chi-Square"( 8 ) indicates that for this number of d.f. this 
value is significant at < the 0.001 level. 
The x2 value for the "Purpose of School11 section was 6(32-1) 0.8498 
= 158.063 
The number of d.f. in this case,(N-1) = 31. Again the table of 
critical values indicates that for this number of d.f. this value 
is significant at < the 0.001 level. Thus the use of the co-
efficient of concordance statistic indicates a statistically 
significant level of reliability for the different forms of the 
questionnaire completed by student-teachers. 
7. Ibid, p. 227 
8. Ibid, p. 407 
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The Reliability of the Questionnaire Pupils. 
The ·secondary school which provided facilities later for 
the full administration of the questionnaire, also allowed the 
researcher access to a smaller number of pupils in order that the 
reliability of the questionnaire could be estimated for children as 
well as for student-teachers. A major problem, however, was that of 
homogeneity; it seemed likely that as a group the student-teachers 
would be more homogeneous than the pupils, although this could not 
be known for certain. However, the content analysis of the essays 
had shown that pupils of different ages and abilities appeared to 
hold different views on the two topics in question •. Thus, evidence 
of a satisfactory level of reliability for the questionnaire when 
it was used with one group of pupils would not necessarily indicate 
that it would be reliable when used with another group who possessed 
different characteris.tics. Clearly however, the pretest had to be 
kept within reasonable bounds, and it would have been impossible to 
include sufficient numbers of each sub-group of the pupil sample to 
enable the reliability of the questionnaire to be tested satisfact-
orily for each sub-group. (Ten completions of each of the six forms 
of the questionnaire seemed to be the absolute minimum for each 
group to complete, for purposes of comparison). 
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Consequently it was decided to use only one sub-group of 
the main sample, who would, as was the case with the student-teachers, 
complete ten copies of each of the six forms of the schedule. A 
year-group (4th year) was randomly chosen from years 1 - 4 in the 
school, and three English classes were randomly selected from this 
year. (This process was accomplished by writing the numbers on paper 
and asking a third party to select the requisite number). The three 
classes contained between them seventy-eight pupils, and there were 
eight absentees. The questionnaires were administered by the class 
teachers, and this provided a further opportunity to test the 
instructions to administrating teachers. The administration was 
conducted in such a way that at least ten copies of each of the six 
forms were completed. (Surplus copies of any forms were discarded 
at random). 
As was the case for the student-teachers, for each form 
of the schedule a table of results was drawn up, (seep. 381) 
indicating the content analysis category number of the statement 
assigned. by each respondent to the six or four rank positions. From 
these tables, a further set was compiled, (see p. 384) indicating 
for each possible pair of forms of the schedule, (15 in all), the 
number of respondents placing each statement into one of the six 
("Good Teacher") or four ("Purpose of School") ranked positions. 
These tables also showed the number of agreements and disagreements 
over the selection of each statement for the rank positions by 
respondents completing the two different forms, and the totals of 
these agreements and disagreements. (As previously explained, see 
p. )81 , an "agreement" was counted when respondents included the 
same statement anywhere in their ranked four or six statements; the 
maximum possible number of agreements between 2 pairs was 60 in the 
case of the "Good Teacher" section {10 x 6) and 40 in the case of 
the "Purpose of School" section (10 x 4) ). 
From these tables the level of percentage agreement 
between each pair of forms of the questionnaire could be calculated 
(2M) by using Holsti's formula (N1) + (N2) where M =the number of 
agreements and N = the number of decisions made by all respondents. 
(Seep. 266 ). 
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The results were as follows: 
TABLE 30 PERCENTAGE AGREEMENT BET\.JEEN PUPILS 1 RESPONSES 
TO ALL PAIRED FOID'IS of the QUESTIONNAIRE. 
"GOOD TEACHER. 11 PAIRS of 
FOID'1S of the 
QUESTIONNAIRE. No. of AGREEMENTS. % 
1/2 
1/3 
1/4 
1/5 
1/6 
2/3 
2/4 
2/5 
2/6 
3/4 
3/5 
3/6 
4/5 
4/6 
5/6 
MAXIMU.f;1 POSSIBLE 
AGREEMENTS = 
45 
40 
35 
35 
40 
38 
32 
34 
38 
35 
38 
40 
32 
37 
_22 
60 
= 
= 
= 
= 
= 
= 
= 
= 
= 
= 
= 
= 
= 
= 
= 
75.00 
66.66 
58.33 
58.33 
66.66 
63.33 
53-33 
56.66 
63.33 
58.33 
63.33 
66.66 
53-33 
61.66 
65.00 
11 PURPOSE of SCHOOL. 11 
No. of AGREEMENTS. % 
= 
26 
22 
27 
23 
24 
23 
29 
28 
31 
27 
23 
27 
29 
31 
26 
40 
= 
= 
= 
= 
= 
= 
= 
= 
= 
= 
= 
= 
= 
= 
= 
65.00 
55.00 
67.50 
57.50 
60.00 
57.50 
72.50 
70.00 
77-50 
67.50 
57-50 
67.50 
72.50 
77-50 
65.50 
The average percentage agreement between the paired forms of the 
"Good Teacher" section of the questionnaire was 62.0% , whilst for 
the "Purpose of School" section it was 66.0%. The average for the 
11 Good Teacher" section was 5.89% lower than it was for the student-
teachers, whilst the average for the "Purpose of School" section 
was 7.66% lower. The average for the 11 Good Teacher" section was 
lower than the "Purpose of School" average for both ·pupils and 
student-teachers, a fact perhaps explained by the larger number of 
statements from which to choose in the "Good Teacher11 section. (48 
against 32; seep. 386 ). 
When the number of agreements for the two sections \·Jas 
totalled for each pair of forms of the questionnaire, (maximum = 
100), the following results were obtained: 
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TABLE 31 
TOTAL No. of AGREEMENTS for EACH PAIR of FORMS. 
(PUPILS). 
PAIRS of 
FORMS of THE 
QUESTIONNAIRE. 
1/2 
1/3 
1/4 
1/5 
1/6 
2/3 
2/4 
2/5 
2/6 
3/4 
3/5 
3/6 
4/5 
4/6 
5/6 
TOTAL No. of AGREEMENTS. 
("Good Teacher" section plus 
"Purpose of School" section). 
71 * 
62 
62 
58 * 
64 
61 
61 
62 
69 * 
62 
61 
67 * 
61 
68 * 
65 
Whereas the similar table for the student-teachers' results (see 
p. 38"( ) ~hawed that only four pairs showed a deviation of more 
than + 2 from 70, for pupils only 5 forms (*) shm·1ed a deviation 
of more than + 2 from 63, indicating the lower level of agreement 
obtained for pupils. 
Interestingly, the pairs of forms which produced out-
standingly high and outstandingly low levels of agreement for the 
stud·ent-teachers (1/5, 1/6 high; 2/3, 2/4 low) did not show the 
same trend for pupils. Indeed the pair 1/5 which produced the 
second highest level of agreement for the students (78/100), 
achieved the lowest level of agreement when completed by pupils 
(58/100). This disparity was in fact encouraging, since it indicated 
that there was not any apparent bias arising from the order of 
presentation of statements on any one form, or pair of forms, of the 
questionnaire. 
Scott's formula (seep. 274 ) was then used to give a 
percentage level-of agreement between pairs taking account of the 
agreement expected by chance. As previously explained, the formula 
requires the calculation of the proportion of the total number of 
decisions (value= 1), given to each statement, and the squaring of 
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this figure. The following tables indicate; a) the total number 
of times that·each statement \vas included in the top six ("Good 
Teacher" section) or top four ( 11 Purpose of School" section) on all 
forms of the ~uestionnaire; b) the proportion of the total number, 
value= 1, of decisions given to this statement; c) the value of 
this proportion \-Then s~uared, and d) the sum of the s~uared values: 
TABLE 32 
"GOOD TEACHER" SECTION. 
PROPORTION of 
TOTAL NO. of TOTAL NO. of 
STATEMENT DECISIONS GIVEN DECISIONS. (z) 
z2 NUMBER.. to STATEMENT. (VALUE = 1} 
1 15 0.0416666 0.0017361 
2 19 0.0527777 0.0027854 
3 1 0.0027777 0.0000077 
4 0 0 0 
5 1 0.0027777 0.0000077 
6 1 0.0027777 0.0000077 
7 0 0 0 
11 6 0.0166666 0.0002777 
12 19 0.0527777 0.0027854 
13 6 0.0166666 0.0002777 
14 5 0.0138888 0.0001928 
15 3 0.0083333 0.0000694 
16 15 0.0416666 0.0017 361 
17 35 0.0972222 0.0094521 
18 5 0.0138888 0.0001928 
19 6 0.0166666 0.0002777 
20 7 0.0194444 0.0003780 
22 22 0.0611111 0.0037345 
23 20 0.0555555 0.0030864 
25 16 0.0444444 0.0019753 
26 13 0.0361111 0.0013040 
27 3 0.0083333 0.0000694 
29 0 0 0 
0.0202522 
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TABLE 22 (cont.) 
"GOOD TF.ACHER 11 SECTION. (continued) 
PROPORTION of 
TOTAL NO. of TOTAL NO. of 
STATEMENT DECISIONS GIVEN DECISIONS. (z) 
z2 NUMBER. to STATENENT. (VALUE = 1 ~ 
32 5 0.0138888 0.0001928 
35 6 0.0166666 0.0002777 
36 1 0.0027777 0.0000077 
37 0 0 0 
41 2 0.0055555 0.0000308 
42 10 0.0277777 0.0007716 
43 7 0.0194444 0.0003780 
46 5 0.0138888 0.0001928 
47 13 0.0361111 0.0013040 
53 8 0.0222222 0.0004938 
54 1 0.0027777 0.0000077 
55 15 0.0416666 0.0017 361 
56 0 0 0 
59 2 0.0416666 0.0000308 
60 9 0.025 0.0006250 
61 6 0.0166666 0.0002777 
62 4 0.0111111 0.0001234 
63 4 0.0111111 0.0001234 
65 13 0.0361111 0.0013040 
67 4 0.0111111 0.0001234 
68 15 0.0416666 0.0017361 
71 1 0.0027777 0.0000077 
72 0 0 0 
73 11 0.0305555 0.0009336 
74 0 0 0 
SUM of z2 = 0.0410320 
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TABLE ~~ 
"PURPOSE of SCHOOL" SECTION. 
PROPORTION of 
TOTAL NO. of TOTAL NO. of 
STATEl\'IENT DECISIONS GIVEN DECISIONS. (Z) 
z2 NlJlVIBER.. TO STATEI1ENT. {VALUE = 1} 
1 . 1 0.0041666 0.0000173 
2 8 0.0333333 0.0011111 
3 10 0.0416666 0.0017 361 
4 36 0.15 0.0225 
5 12 0.05 0.0025 
6 13 0.0541666 0.0029340 
7 13 0.0541666 0.0029340 
8 7 0.0291666 0.0008506 
10 0 0 0 
11 0 0 0 
14 1 0.0041666 0.0000173 
15 0 0 0 
16 0 0 0 
18 0 0 0 
19 0 0 0 
20 0 0 0 
21 1 0.0041666 0.0000173 
28 0 0 0 
31 0 0 0 
32 15 0.0625 0.0039062 
33 2 0.0083333 0.0000694 
34 0 0 0 
36 7 0.0291666 0.0008506 
37 4 0.0166666 0.0002777 
38 12 0.05 0.0025 
39 4 0.0166666 0.0002777 
40 8 0.0333333 0.0011111 
41 7 0.0291666 0.0008506 
42 29 0.1208333 0.0146006 
43 0 0 0 
45 16 0.0666666 0.0044444 
46 34 0.1416666 0.0200621 
SUM of z2 = 0.0835754 
Scott's formula is A 1 
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- E E where A = the actual agreement between 
pairs, and E = the level of expected agreement by chance. The 
results for a.ll possible :9airs of forms when this formula was 
applied, using the percentage agreement obtained by applying Holsti's 
formula to give A, were as follows: 
1'ABLE 34 
PAIRS of 
FORMS of 
THE ~UESTIONNAIRE. 
1/2 
1/3 
1/4 
1/5 
1/6 
2/3 
2/4 
2/5 
2/6 
3/4 
3/5 
3/6 
4/5 
4/6 
5/6 
"GOOD TEACHER" 
SECTION. 
78.17 
69.47 
60.78 
60.78 
69.47 
66.00 
55.57 
59.04 
66.00 
60.78 
66.00 
69-47 
55-57 
64.26 
67.74 
"PURPOSE of SCHOOL" 
SECTION. 
70.84 
59.92 
73-56 
62.65 
65.38 
62.65 
79.02 
76.29 
84.48 
73-56 
62.65 
73-56 
79.02 
84.48 
70.84 
The average level of agreement for the two forms of the question-
naire, using Scott 1 s formula, was 64.61% for the "Good Teacher" 
section, and 71.92% for the "Purpose of School" section. Again, 
however, Spearman's Rank Order Correlation (Rho) provides the best 
method of calculating the reliability of the questionnaire, since 
the correlation coefficient obtained is between t\olo rank orders. 
Spearman's formula, as explained on p. )94 is: 
Rho = 1 - · (6 £ 
\>There D = the difference in rank position of a statement on two 
forms of the questionnaire, and N = the size of the population. 
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The procedure followed was that explained. on p. 394 , eliminating .. 
the problem of a respondent's zero use or zero ranking of a part-
icular statement; (respondents were not asked to rank each statement, 
but only 6 out of 48, or 4/32). Tied ranks \·Jere also dealt with as 
previously explained. 
Tables were drawn up showing the rank positions .of each 
statement, according to the frequency with which it was placed in 
the top six ("Good Teacher11 section) or top four ("Purpose of 
School" section) on each form of the questionnaire. The results for 
the 15 possible pairs of the questionnaire were then compared. (See 
sample table, p. 396 ). 
The value of Rho for the 15 pairs of the schedule was as 
follows: 
TABLE 35 VALUE of SPEARMAN'S Rho for ALL POSSIBLE 
PAIRS of the QUESTIONNAIRE. rPUPILS ~. 
PAIRS of 
FORMS of "GOOD TEACHER" "PURPOSE of SCHOOL" 
THE QUESTIONNAIRE. SECTION. SECTION. 
11/2 0.7191 0.6386 
1/3 0. 7 323 0.8344 
1/4 0.5173 0.7129 
1/5 0.7103 0.6204 
1/6 0.6 327 0.6523 
2/3 0.6750 0.6489 
2/4 . 0.5112 0.6678 
2/5 0.5690 0.7573 
2/6 0.5902 0.7933 
3/4 0.5785 0.8300 
3/5 0.6810 0.6463 
3/6 0.6034 0. 7 396 
4/5 0.5052 0.7645 
4/6 0.6520 0.7906 
5/6 0.6553 o. 7 348 
The average value of Rho for the "Good Teacher" section of the 
questionnaire was 0.6222, whilst for the "Purpose of School" section 
it was 0.7221. These figures compared with 0.7547 and 0.8197 respect-
ively for the student-teacher sample. There was thus a bigger dis-
parity between the "Good Teacher" value of rho for pupils and 
student-tea.chers (0.1235) than there was betv1een the "Purpose of 
School" value for the two groups, (0.0976) using Spearman's 
coefficient. There was also a larger gap between the two coeffic-
ients obtained for the pupil group (0.0999) than there was for 
those obtained for the student-teachers (0.065). · 
Ferguson's formula for assessing the statistical 
significance of the value of Spearman's Rho was then applied to the 
two coefficients obtained for pupils. As explained on p. 399 
Ferguson's formula involves the use of at given by: 
t = rho J N 1 2 2 rho 
Thus for the average value of rho for the "Good Teacher" section, 
the formula is completed: 
t = 
= 
= 
= 
= 
0.6222 J 48 1 
0.6222 J 46 0.612867 
0.6222 J 75.057 
0.6222 X 8.6636 
5-3905 
2 
(0.622l) 
This quantity has a t distribution with N - 2 d.egrees of freedom 
= 46 d .f. 
Consultation of a table of critical values of t shows that for 46 
d.f. this value of t is significant at < than the 0.0005 level 
for a one-tailed test, thus indicating a satisfactory statistically 
significant level of reliability for pupil responses to the six 
different forms of the "Good Teacher" section of the questionnaire. 
In the case of the "Purpose of School" section, 
Ferguson's formula is completed: 
t = 0.7221 J 22 2 1 ( o. 7221 2) 
J = 0. 7221 20 0.4786 
= ·o.7221 J 62.6828 
0.7221 = X 7.9173 
= 2 ·1111 
Again, reference to the table of critical values ShOltiS that for 
30 d.f. this value oft is also significant at < than the 
0.0005 level for a one-tailed test. Thus the reliability of the 
"Purpose of School" section of the schedule was also established at 
a satisfactory level for the pupil group. 
A final check on reliability was provided by the co-
efficient of concordance (w). (Perfect agreement= 1, total dis-
agreement = 0 ; see p. 400 ). 
The formula is: 
rho = MW 1 
M 1 
where rho = the average value of Spearman's rank order correlation 
coefficient for all possible pairs of ranks, and: 
M = the number of sets of ranks; (6, representing each form of the 
questionnaire). For the "Good Teacher" section, the formula is 
completed: 
0.6222 = 6W - 1 
6 1 
0.6222 = 6W 1 
5 
(5 X 0.6222)+ 1 = 6W 
4· 111 = 6W 
w = 4.111 
6 
w = 0.6852 
For the "Purpose of School" section, the formula reads: 
0.7221 = 
0.7221 = 
6W 1 
6 1 
6W - 1 
5 
(5 X 0.7221)+ 1 = 
4.6105 = 6VJ 
w = 4.6102 
6 
w = 0.7684 
6vl 
The statistical significance of these values may be calculated by 
means of a chi-square test, the formula for which is: 
= M(N 1 )'vJ • 
where M = the number of sets of ranks (6) 
N = the number of i terns in each set. ( 48 for the "Good Teacher" 
section, and 32 for the "Purpose of School" section), and: 
W = the value of the coefficient of concordance. 
Thus the chi-square value for the "Good Teacher" section was: 
6(48-1) 0.6852 
= 282 X 0.6852 
= 193.23 
The number of d.f. is (N- 1)=47. Reference to the table "Critical 
values of chi-square" indicates that for this number -of d.f., this 
value is significant at <: than the .001 level. 
The x2 value for the "Pur-oose of School" section was: 
6 X (32-1) 0.7684 
= 186 X 0.7684 
= 142.92 
The number of degrees of freedom in this case is (N-1) = 31. Again, 
reference to the tables of critical values indicates that this value 
is significant at < than the 0.001 level. The use of the co-
efficient of concordance thus indicates a statistically significant 
level of reliability for the different forms of the questionnaire 
completed by pupils. 
CONCLUSION. 
Constraints of time and the practicable scope of this study meant 
that the pupil and student samples used for the reliability testing 
were necessarily small. (60 respondents in each group, 10 completing 
each of the six forms of the questionnaire). It is difficult to 
argue however, that larger samples would have affected the levels of 
reliability obtained greatly in either direction, as a consideration 
of the calculation of Spearman's Rho will show. Spearman's formula, 
as has already been explained, is based on squaring the differences 
between the ranks attributed to the various statements by respondents 
to different forms of the questionnaire. Table 33 on p.408 illust-
rates this process. It may be seen from the table that many 
"Purpose of School" statements attracted no choices at all, i.e. 
were not included in the top four ranked statements by any of the 
ten respondents who completed form one nor by any of the ten who 
completed form two of the questionnaire. By coincidence this meant 
that when the value of tied ranks Has calculated, these statements 
assumed the same rank value of 23.5. (Had this value not been 
identical for both forms of the schedule, it would have been very 
nearly so). Thus there was a difference of zero beh1een the rank 
positions of these statements on the two forms of the questionnaire, 
and the square of this difference remained zero. \Vhen the sum of 
these squared values was calculated, the smaller the sum total 
obtained, the larger Spearman's Rank Order Coefficient, and hence 
the gTeater the level of reliability achieved. It could be argued 
that the small number of respondents completing each form meant 
that many s ta temen ts \vere bound to receive no choices, hence gaining 
nearly identical rank positions and increasing the value of 
Spearman's coefficient. However, the opposite trait WEts e.lso in 
evidence, and is again directly attributable to the small sample: 
Statements that were included by only~ respondent (out of the 
ten completing the form of the schedule) in the ranked top four 
positions, achieved a rank value of 12.5 on form one of the ouestion-
naire, and 13 on form two. Thus the difference between zero use and 
use by one respondent only was 11 or 10.5 rank positions (since, as 
explained, items which were not chosen 8.t all v1ere given a value 
of 23.5). These D values when squa.red gave D2 figures of 121 or 
11 0. 2 5, thus greatly infl8. ting the su..m to tal of D2 , and 10\vering 
the value of Spearman's coefficient. Consequently the level of 
reliability achieved. was considerably lower th2.n would have been 
the case had££ respondent completing either form of the question-
naire chosen the statement, or had ~ completing each form chosen 
it. This tendency too could be said to result from the small sample, 
and consequently it is difficult to say with any certainty the.t the 
results using Spearman's coefficient would have been greatly 
different had a larger sample of respondents been used. 
To summarise then, the level of agreement between the 
responses of student-teachers to the six forms of the questionnaire 
was found by the methods described to be statistically significant 
at <: than the 0.0005 level for both sections of the question-
naire. The same level of significance wa.s obtained for the pupil 
sample for both sections of the schedule. \l!i thin these levels of 
significance, Spearman's coefficient for both sections of the 
questionnaire was higher for the student-teacher group than it was 
for the pupil group. For both groups, the coeffic.ient for the 
"Purpose of School" section was higher than for the "Good Teacher" 
section. These results suggest that the student-teachers were more 
homogeneous in their opinions than the fourth-year pupils, and also 
that responses to the "Purpose of School" section of the question-
naire were more consistent than those to the "Good Teacher" section, 
possibly because, as was suggested earlier (see p. 386 ), it 
contained fewer statements from which to choose. (32 as opposed to 
48 in the "Good Tea.cher" section). These trends would be further 
examined when the results of the main survey were considered. 
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THE VALIDITY of THE QUESTIONNAIRE. 
An important aspect of validity for both pupils and 
student-teachers was the extent to which the responses to the 
questionnaire would reflect the actual classroom behaviour of either 
group. It was not within the scope of this study to observe class-
room interaction; however, the problem remains of whether verbal 
(or written) expressions of belief,or actual behaviour,better 
represent the true feelings of the subject. If behaviour is a better 
determinant, then are responses to questionnaires or interviews 
necessarily invalid? 
Vernon(9) has commented of verbal responses that: 
" ••• quite an amount of evidence has been collected 
showing that they do correlate with behaviour, at 
least to a moderate extent." 
whilst Thurstone( 1o) has also remarked that the: "correlation is 
positive between verbally expressed attitudes and overt action." 
The key point is of course, that as Thurstone( 11 ) has 
stated: 
"Neither ••• opinions nor ••• overt acts constitute in 
any sense an infallible guide to ••• subjective 
inclinations and preferences •••• " 
since actions, as well as verbal manifestations, may be distortions 
of true feelings. Verbal .or written expressions at least have in 
their favour greater ease of evaluation. All that the researcher can 
do is to:( 12 ) 
" ••• minimize as far as possible the conditions that 
prevent our subjects from telling the truth •••• " 
(It is in this area that anonimit~ is so important; this point will 
be discussed later in this chapter). In any case as Thurstone( 13)has 
remarked " ••• it is of interest to know what people say that they 
9. P.E. Vernon, op.cit. p. 145 
10. L.L. Thurstone, "The Measurement of Social Attitudes", Readings 
in Attitude Theor and Measurement, (Ed. M. Fishbein), 
New York: J. Wiley & Sons, 1967 pp. 14- 25, p. 20 
11. Ibid, p. 21 
12. L.L. Thurstone, ''Attitudes Can be Neasured", Readings in 
Attitude Theory·and Neasurement, (Ed. M. Fishbein), 
op.cit. pp. 77 - 89, P• 79 
Ibid, p. 78 
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believe •••• ", or v10uld do, in order to accumulate data on vThat 
LaPiere( 14)·has called: 11 ••• the nature of ideologies," since, as 
Goode and Hatt( 1S) have stated: 
nverbal behaviour is one kind of actual behaviour and 
expresses certain dimensions of social reality which 
are as real as any other kind. The fact that a group 
expresses an ideal is of gTeat importance for behaviotrr 
even when there is much non-conformity with the idea.l • 
••• It is quite true that verbal behaviour is not an 
entirely valid predictor of overt behaviour. On the 
other hand, actual behaviour may be equally misleading." 
Selltiz( 16 ) has supported this vievr, commenting that: 
11An individual's definitions of appropriate behaviour 
in va.rious social situations are of interest both as 
a reflection of the prevailing climate of opinion, and 
as a basis for predicting his :probable behaviour in 
such situations." 
Indeed, as Selltiz( 17 ) has also suggested, the beliefs and behaviour 
of an individual are in fact interrelated; the beliefs of a person 
comprise one of the determinants, (other major ones are temperament, 
character traits, environmental pressures such as prevailing group 
norms, attitudes, and motivation), that can affect behaviour. 
Questionnaires thus illicit overt responses to "symbols which 
represent a situation"( 18 ) rather tha.n an actual situation. They 
reveal:( 19) 
'' ••• the essential principle in terms of which the 
individual orders the world around him. In many Hays 
(verbal manifestation of belief) gives the best long-
term indication of how (the respondent) is likely to 
behave towards the object in question." 
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There is evidence to suggest, moreover, as has been 
previously discussed; (see :P~· 196-197 ) that data obtained from 
questionnaires is no less accurate than that obtained from interviews, 
since replies can be considered rather than immediate, and less 
"socially acceptable" responses may be reported more readily than in 
14. R .T. LaPiere, "The Social Significance of i1easurable Attributes", 
American Sociological Review, Vol- 3, 1938, pp. 179-181, p. 181 
15. vl.J. Goode and P.K. Hatt, o:p.cit. p. 164 
16. C. Selltiz, M. Jahoda et al., op.cit. pp. 248-249 
17. Ibid. 
18. R.T. LaPiere, op.cit. p. 181 
19. J. Bynner, A. Cashdon and B. Commins, op.cit. pp. 17-18 
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. t . Il . ( 20 ) f . t t th t h an 1n erv1ew. ers1c, or 1ns ance, repor s a some researc -
ers (including·Scott) have found questionnaires to be "significantly 
better" than interviews for accuracy of replies. The researcher's 
assurance of anonymity for the respondent is obviously more pla.usible 
when the response is by questionnaire, and, a.s Oppenheim( 21 ) has 
pointed out, anonymity and the validity of the replies may be 
crucially linked; anonymity is often "crucial in obtaining frank and 
revealing responses, 11 since it m2.y help to remove any fear, suspicion 
or sense of threat that the respondent may be feeling, \vhich vTOuld. 
affect the truth of his response. School ,upils may feel these 
situational pressures more than adults, since tha.y are in any case in 
a "vulnerable" position and may feel that they will be "judged" by 
their teachers or other adults on the basis of their replies, despite 
the fact that the instructions made it clear that there were no right 
or wrong ans\orers. This point has been stressed by Le\.Jis/ 22 ) 
"There should be a complete absence of tension, no 
effort being needed. to produce a "best" performance. 
Only the necessary degTee of conscientiousness in 
responding truthfully is required." 
Confidentiality is thus especially important for the children in the 
sample. Edi·Jards( 23) has commented on this point: 
" ••• verbal behaviour, under many circumstances, \vould 
provide a ••• more accurate indication of the feelings ••• 
of individuals than observations of their non-verbal 
behaviour. This is most apt to be the case when the 
social atmosphere is free from pressure so that feelings 
can be verbally expressed \vi thout fear of social 
disapproval. Some assurance of anonymity ••• may result 
in individuals giving verbal expression to attitudes 
that they might otherwise deny or attempt to conceal." 
Oppenheim( 24) has also remarked that "projective techniques" such as 
those required in assessing the characteristics of a "good teacher" 
penetrate the social facade of the respondent. He states that such 
20. A.R. Ilersic, op.cit. p. 258 
21. A.N. Oppenheim, op.cit. p. 37 
22. D.G. Lewis, Assessment In Education, (London: University of 
London Press, -1974), n. 166 
23. A.L. Edwa,rds, op.cit. p. 8 
24. A.N. Oppenheim, op.cit. p. 161 
techniques are especially useful in "evoking and outlining stereo-
types, s.elf-images and norm precepts'' since they .work on a deeper 
level than direct questioning, are less obvious and thus may avoid 
the faking of responses. 
To conclude, as was explained in the section dealing with 
the validity of the content analysis procedure, (see p. 302) there 
are three accepted proofs of validity that are relevant to social 
science research: 
1) Content (or "face") validity. 
2) Concurrent validity. 
3) Construct validity. 
Sco~t( 25) however has commented that: 
" ••• studies of questionnaire validity are rare, and 
••• questionnaires tend to deal with matters for which 
validity cannot be tested." 
Whilst Oppenheim( 26 ) has added that: 
"The problem of validity remains one of the most 
difficult in social research and one to which an 
adequate solution is not yet in sight." 
Despite these pessimistic views, Content Validity can be claimed for 
the schedule, since the statements included were drawn exclusively 
from pupils' essays, (student-teachers having been given an oppor-
tunity to add to the lists), and all statements made by more than 
2. 7% ( 2. 2% in the case of the "Good Teacher" section) of the pupil 
sample were included in the questionnaire. The statements presented 
in the questionnaire thus represented a defined area of content 
obtained from a representative sample of "expert opinion", and could 
reasonably be expected to comprise all likely options. 
Construct Validity can also be claimed since, as will be 
discussed later in the next chapter and in Appendices 4 and 5 
419 
dealing with the results of the·questionnaire, differences in opinion 
on the two topics correlated to a statistically significant extent 
with established differences between sub-groups of the sample that 
would be expected to affect replies. Lindeman( 27 )has defined the proof 
25. C. Scott, op~cit. p. ·179 
26. A.N. Oppenheim, op.cit. P• 78 
27. R.H. Lindeman, op.cit. p. 39 
of construct validity as a statistical relc>.tionship: 11 ••• between 
the test score and a number of other factors which one would 
rationally expect to be related to it. 11 Such factors could logic-
ally be expected to include pupil age and sex, (especially in view 
o£ the results of the content analysis of the essays), student-
teacher sex, and possibly teaching subject, and of course vJhether 
the respondent was a school pu~il or a student-teacher. All or any 
of these variables might reasonably be expected to affect the 
opinions of the respondents on the topics in question. 
Finally, Concurrent Validity may also be cla.imed. 
Concurrent validity is established by comparing results to an 
external criterion; thus it is related to construct validity in that 
the "external criterion" may be one of the variables such as age, 
sex etc., mentioned above. (Construct validity go;s further and 
requires a hypothesis explaining the differences). Concurrent 
validity is most useful vJhen it is necessary to distinguish bet\veen 
groups whose status at the time of testing is known to be different. 
However, the "external criterion" may also be data 
gathered on the subject of the questionnaire by other methods; this 
material was available for pupils, though not for the student-
teachers, in the form of the essays. Results for the 60 question-
naires completed during the pretesting by fourth-year pu~ils and 
used for the reliability study already described could be compared 
to the results of the content analysis of the essays of fourth-year 
pupils. This method of assessing concurrent validity is well-
documented in the literature. Scott,( 28 ) for instance, interviewed 
respondents to a questionnaire on the same topic and found no 
difference in their replies. 
To this end, a table was drawn up showing the number of 
times that each statement on the questionnaire was included by a 
respondent in the top six ( 11 Good Teacher" section), or to~ four 
ranke.d statements, ( 11 Purpose of School" section). The results of this 
table were then compared to the tables showing the freQuency with 
which pupils used the statements in their essays. (Given previously 
in Che.pters 7 & 8). The comparison proved slightly disappointing, 
since of the 11 most frequently-used statements in the "Good Teacher1' 
essays, only 6 were placed in the top eleven statements according to 
28. C. Scott, op.cit. 
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frequency of appearance in the ranked six on the questionnaire. 
Similarly, of.the six.most frequently-used statements in the 
11Purpose of Schooltt essays, only three were included in the top six 
statements according.to frequency of appearance in the ranked four 
on the questionnaire. It must be repeated however that as was 
pointed out in Chapter·?, the freguency of mention of a statement 
in pupils' essays did not in itself indicate the ·importance which 
pupils, either individually or.as a group attached to the teacher 
characteristic or function of school. The essays identified a 
universe of content which was of interest in its own right, and 
there were clearly differences between the preoccupations of 
different pupil groups within the sample. The questionnaire, 
however, was designed to reveal the relative importance attached by 
pupils and student-teachers to those teacher characteristics and 
school functions identified by the essays. The essays could not in 
themselves do this, since every statement within each essay carried 
equal weight. (~or a discussion of this problem, see pp. 310-311). , 
Thus although correspondence between frequency of essay mention and 
high ranking on the questionnaire was only around 50%·, it was not 
felt that the validity of the questionnaire itself was called into 
question by these results. 
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The Sample and The Administration 
of The Questionnaire. 
Sampling theory in·gerieral has ·oeeri ·discussed ·fri ·chapter Four 
which dealt with .. the pupil sample that was drawn up in order to 
obtain the essays .. for the content analysis operation. The discussion 
of sampling in Chapter Four is of great relevance to the 
questionnaire samples also, and reference should be made to this 
chapter. Again, the ideal had to be sacrificed to the practical, as 
the administration of the questionnaire was bound to cause disrup-
tion in the school and colleges taking part in the survey. 
A) The Student-Teacher Sample. 
It was felt that for purposes of comparison, the student sample 
should be drawn from more than one college. Consequently the two 
largest Scottish Colleges responsible for the training of post-
graduate students for secondary teaching were approached. They were 
selected since they are in any case responsible between them for the 
training of the vast majority of Scotland's secondary-school teachers 
and also because since they are situated in the Central Eelt of 
Scotland it was relatively easy for the researcher to visit them. 
The Principals of the two Colleges were approached by a 
letter which explained the purpose, method and scope of the research. 
The sponsorship, (S.SJR.C. and University of Durham), was also 
explained, together with details of the researcher's qualifications 
and teaching experience. Both Principals gave their permission for 
the research to be conducted in their College, and suggested that a 
representatiye sample of their student intake would best be obtained 
if the questionnaire were administered during a tutorial in a subject 
taken by all the students in the College. 
Consequently the Head of the Education Department of each 
College was contacted next, and again the relevant details of the 
research and the researcher were explained. Permission was obtained 
from both for the questionnaires to be administered during Education 
tutorials, which were, in both Colleges, attended by post-graduate 
students in all subjects, (with the exception of P.E.). 
In order, as requested by the Principals, to avoid 
disrupting the Departments to too great an extent, a sample of 25% 
of the Education Department's tutorial groups in each College was 
decided upon. Students who were preparing to teach a variety of 
subjects were present in each group, since it was the policy of both 
Colleges to ensure that the various subjects were "seeded" through-
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out Education tutorial groups. The groups also mixed the sexes. 
The groups themselves were selected at random from the 
total available, since there was no basis for assuming that any one 
group differed from any of the others in the characteristics of its 
members that were likely to be relevant to the research, such as 
" sex and teaching-subject. 3ach Education Depa.rtment tutorial group 
vras given a number by the resee,rcher, and numbers vrere selected at 
random by one of the content a...nalysis coders. The q_uestionnaires 
were delivered by the researcher to the Colleges in envelopes for 
ea.ch tutorial group. Each enveloue contained as nearly as possible 
an equal number of each of the six forms of the questionnaire. Each 
envelope also contained a copy of 11 Tutor' s Notes 11 (see Appendix 9 ) 
which explained the researcher's credentials, the purpose of the 
research, and the method of completion of the questionnaire. (Pages 
1 and 2 of the Notes). Pages 3 and 4 requested details of non-
respondents (absentees), but so few tutors completed this section 
that the replies were virtually worthless. Presumably tutors \•Jere 
put off by the time involved in providing the details of non-
respondents' sex, teaching-subject etc., although it 1·10uld in fact 
have taken them very little time at all. 
Finally, each envelope contained a summary of the results 
of the content analysis of the pupils' essays, in order that the 
students could. discover, having com-pleted their own questionnaires, 
the focus of pupils' opinions on the topics as indicated by the 
frequency of use of each statement in the essays. It was felt that 
this information might provide a useful basis for discussion in the 
groups. 
It was intended that the questionnaires vJOuld be completed 
in both Colleges during the month of May 1976. However, there \·laS 
much student unrest over projected cut-backs in College of Education 
student-intakes in Scotland. around this time. Student "strikes" \-!ere 
organised., and some Colleges v1ere "occupied" by students, so that 
normal routine was 1videly disrupted. The disruption vJas in fact so 
great that it proved to be impossible for the questionnaires to be 
administered in College One before the end of the session. College 
Two was less affected., a.nd tutorials proceeded. as normal. Ninety-one 
completed questionnaires were obtained; absentees numbered 8. 
As a result of the student Unrest, the questionnaires were 
not.administered in College One until May 1977, since it was import-
ant that replies were gathered as near the end of the session as 
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possible, in order to obtain students' opinions as they were about 
to enter teaching. Seventy-three completed <]_uestionnaires vrere 
received from College One; absentees again numbered 8. 
(:s) The Fupil Sample. 
Permission v1as given to the resee.rcher to administer the question-
naires in a co-educational comprehensive school in the Central :Belt 
of Scotland that had not been used to :provide the essays. A streti-
fied sample was drawn uu on the following lines; the questionnaires 
would be administered during English classes, since every child in 
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·the school took English. For years 1-4 of the school (i.e. u9 to 
school-leaving age), there \vere seven English classes, each numbering 
25-29 pupils. All classes contained a. mixture of boys and girls. 
There was only erie fifth-year cla.ss, as the school vras com:prehensi ve 
in intake only up to and including fourth year. :Because of examin-
ation leave it did not prove possible to administer the question-
naire to fifth-year pupils. 
First and second-year English classes were mixed-ability 
in nature. Three of the seven classes in both years were selected 
randomly. Third and fourth-year classes were setted for English, and 
in both years one of the top two classes -vras selected randomly, 
together with one of the bottom two, and one of the middle band of 
three. Thus a spread of ability was obtained for these years as 
measured by pupils' ability at English. The sample as outlined above 
comprised 415:. of the pu:pils in the school, and was made up as 
follm-1s: 
"Good Teacher" Section "Purpose of School" Section 
1st Year 81 pupils. 1st Year = 81 pupils. 
2nd " 79 II 2nd II 81 II 
3rd II 83 II 3rd II 81 II 
4th II 81 II 4th II ..12. II 
Total 324 Total E 
( 162 boys and 162 girls) (163 boys and 159 girls) 
The questionnaires were administered during one week in 
the summer term of 1979. They were distributed to English cla.sses by 
the usual class teachers, i-iho supervised their completion. As has 
already been discussed, the same questionnaire was administered to 
pupils as had been formerly completed by student-teachers. However, 
pupils were instructed to ignore pages 1 'and 4, and to complete only 
pages 2 and 3, (the "Good Teacher" and "Purpose of School" lists). 
Pupils were informed that the questio~Daires were to be completed 
anonYIJlously, and 1.,rere asked only to indicate their sex and school 
year at the top of the questionne,ire. All classes were able to 
complete both sections of the questionnaire in one 40-minute period. 
Teachers 1.,rere given a similar set of notes to the College 
of Education tutors, explaining the purpose of the research, the 
method of completion of the questionnaire, the background of the 
researcher, and the sponsorship of the research. Since the intro-
ductory remarks on the front page of the questionnaire were 
intended for students, teachers were, as has been discussed, also 
giv~n brief instructions to read to the pupils in their class. 
These instructions \oJ'ere given in full on !)age 367 •. 
Since the questionnaires were administered in the school 
over a period of a week, it proved possible for some initia.l 
absentees to complete the Questionnaire on their return to school 
later in the vreek. Some of these returning pupils Here not however 
allowed a full period in which to complete the schedule, and thus 
only completed half of it, usually, though not always, the "Good 
Teacher" section; hence the slight disparity in the totals of uupils 
in 2nd, 3rd and 4th year completing the tvTo sections of the question-
naire. The overall absentee rate was 6%. 
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CHAPrER 12. 
THE RESULTS of THE QUESTIONNAffiE. 
Pupils' "Good Teacher" Results. 
Student-Teachers' "Good Teacher" Results. 
Pupils' "Purpose of School11 Results. 
Student-Teachers' "Purpose of School" Results. 
Student-Teachers' Estimates of Pupils' Responses. 
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As has already been discussed, the "Good Teacher" section 
of the questionnaire 1r1as completed by 162 boys and 162 girlS at a 
comprehensive school in central Scotland, whilst the uPurpose of 
School 11 section 1vas com:pleted by 163 boys and 159 girls. The year-
groups of these pupils ,.Jere as follmvs: 
"Good Teacher" Section. 11 Pur12ose of School" Section. 
First Year 81 First Year 81 
Second II 79 Second II 81 
Third II 83 Third II 81 
Fourth II 81 Fourth II 79 
The questionnaire 1.,ras also completed by 164 student-
teachers, at t\'lO Colleges of Education in central Scotland. The 
sub-groups of the student sa,mple are listed belo1r1: 
College: 
College One 73 ( 44. 5%) 
College Two 91 (55.5%) 
Sex: Male 71 (43.3%) 
Female 93 (56.7<jb) 
23 or under 120 (73 .2%) 
24 - 30 33 ( 20.1 %) 
over 30 11 ( 6. 7%) 
Schools Attended b;z: students: 
Comprehensive 57 
*Senior-Secondary 82. 
*Junior-Secondary 6 
G ra.Til!Ilar 12 
Direct Grant 1 3 
Independent 12 
Abroad 1 
Other 1 
(Note that 20 students had attended 2 schools). 
*As has already been explained, the Scottish senior-secondary 
·school was the equivalent of the English and \·Jelsh grammar schools; 
the junior-secondary ,.:as the equivalent of the secondary-modern. 
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Teaching Subject: 
(Group One) English 19 
Modern Languages 15 
Latin 2 
(= 36) 
(Group Two) History 14 
Geography 8 
Modern Studies 3 
Economics 2 
( = 27) 
(Group Three) Maths 14 
Chemistry 6 
Physics 7 
Biology 16 
( = 43) 
(Group Four) Drama 4 
Art 3 
Music 10 
( = 17) 
(Group Five) Home Economics 28 
Business Studies 13 
( = 41) 
Number of Teaching-Practice Spells in Comprehensive Schools: 
One spell 3 ( 1 .8%) 
Two spells 22 (13.4%) 
Three spells 139 ( 84 .85-~) 
Disci line Problems Ex erienced on Teachin Practice: 
As reported by students themselves • 
Very few problems. 49 ( 29 .9%) 
Not many problems. 57 (34.8%) 
An average number of problems. 50 (30.5%) 
Quite a lot of problems. 7 ( 4.3%) 
A great many problems. 0 ( o%·) 
Other. 1 (0.61%) 
The analysis in this chapter will be confined to a 
comparison of the results of student-teachers and pupils. An 
analysis of the responses of some of the various sub-groups of the 
two main groups is included in an Appendix to the main volume. 
Pupils' and students• results for the "Good Teacher" 
section of the questionnaire will be discussed first. By the 
process of elimination already described, respondents arrived at 
their six most important teacher characteristics, and then ranked 
these from 1 - 6 in order of their importance to them. 
SECTION 1 • 
Pupils' "Good Teacher" Results. 
The first table indicates the number of times that each 
statement was included by a pupil anywhere in his or her top six 
"good teacher" choices. This table does not perhaps provide such 
a good indication of the relative importance of the various 
teacher characteristics as do the tables which follow it, since 
it takes no account of whether, for instance, a given statement 
appeared 50 times as sixth choice, or 50 times as first choice. 
The letter (C, T or P) which follows each statement's 
definition indicates the area to which the statement belongs: 
Discipline and Control; Teaching Methods and Personal Qualities. 
As has already been discussed, this section of the questionnaire 
contained 11 Discipline and Control statements; 24 referring to 
Teaching Methods, and 13 that referred to the teacher's personal 
qualities, a total of 48 in all, from which pupils had to select 
the six most important and rank them. 
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TABLE 36 II GOOD TEACHER II STATEl\iENTS RAEKED BY PUPILS in 
Stat. 
No. Definition: HA Good Teacher ••. 11 
Can explain things clearly. (T) -
12. Doesn't punish pupils who can't do 
the work. (C) 
23. Helps pupils who are slow at their 
work. (T) 
2. Can keep control of the class 
without being too strict. (c) 
22. Know the subject well. (T) 
65. Is understanding about pupils' 
problems. (P) 
11. Is fair and consistent about 
punishment. (C) 
1. Can keep control of the class. (C) 
68. Doesn't make a fool of pupils in 
front of the class. (P) 
47. Listens to pupils' views on 
things. (T) 
25. Knows the level of work that the 
class can do. (T) 
16. Gives lessons that are interesting. 
(T) 
43. Doesn't pick on people. (T) 
53. Has a good sense of humour. (P) 
55. 
42. 
60. 
62. 
26. 
35. 
Is patient. (P) 
Doesn't have favourites. (T) 
Is good-tempered. (P) 
Is cheerful and friendly. (P) 
Is interested in what he or she is 
teaching. ( T) 
Comes round to help pupils while 
they are working. (T) 
. No. of pupils 
including 
statement in 
top 6.~ __ 
(Max= 324). 
137 
116 
110 
99 
.86 
73 
71 
69 
67 
65 ) 
~ 
65 ) 
63 
61 ) 
61 ~ 
55 
50 
46 ~) 
46 
44 
43 
"TOP SIX" . 
-
%of all 
pupils 
ranking 
in top 6. 
42.28% 
35 .SO% 
33.95% 
30.56% 
26.54% 
22.53% 
21 • 91% 
21.30% 
20.68% 
20.06%) 
~ 
20.06%) 
19.44% 
18.83%) 
). 
18 .83%) 
16.98% 
15.43% 
14.20~~ 
14.20%) 
13.58% 
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' TAJLLE 36 (cont.) 
Stat. 
~ 
73. 
46. 
20. 
32. 
Definition: t'A Good Teacher ••• u 
Speaks clearly~ (P) 
Doesn't "talk down" to pupils. (T) 
Lets pupils take an active part in 
the lesson. (T) 
Is not sarcastic. (P) 
Gives regular homework. (T) 
6. Doesn't hit pupils except on the 
hand with a belt. (c) 
61. Isn't nervous or easily 
flustered. ( P) 
5. Doesn't threaten pupils. (c) 
63. Tries to get to know pupils 
personally. (P) 
13. Doesn't frighten pupils. (c) 
19. Doesn't give a class the same sort 
of work every lesson. (T) 
72. Runs clubs or sports teams at lunch-
time or after school. (P) 
18. Teaches things that pupils think 
are useful. (T) 
59. 
14. 
15. 
41. 
4. 
29. 
54. 
Uses modern methods of teaching. (T) 
Makes pupils work hard. (T) 
Gives tests sometimes. (T) 
Lets pupils talk quietly while they 
are working. (T) 
Doesn't use the belt. (c) 
Doesn't give homework at all. (T) 
Is well-mannered. (P) 
No. of pupils 
including 
statement in 
top 6. -· 
(Max = 324). 
34 
33 
29 
28 
26 
25 
24 
23 ) 
) 
) 
23 ) 
22 ) 
22l 
21 l 
21 ) 
20 ~ 
20 ) 
19 
18 
17 
14 
12 
%of all 
pupils 
ranking . 
intop 6. 
10.49% 
10.19% 
8.95% 
8.64% 
8.03% 
7. 72% 
7.1 0%) ) 
7.1 O%~ 
6. 79%~ 
6.79J 
6.48~ 
) 
6 .48%) 
6.17%< 
6 .17%) 
5.86% 
5.56% 
5.25% 
4.32% 
3. 70% 
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TABLE 36 (cont.) 
Stat. 
~o. 
74. 
27. 
36. 
71 • 
37. 
3. 
56. 
7. 
Definition: "A Good Teacher ••• 11 
Doesn't give·much homework. (T)~ 
Plans his or her lessons in 
advance. (T) 
Lets pupils help one another with 
:their work. (T) 
Looks neat and tidy. (P) 
Sometimes lets pupils choose the 
work. (T) 
Makes pupils realise who is boss 
right from the start. (c) 
Is young. (P) 
Can belt hard. (c) 
No. of pupils 
including 
statement in 
top 6. . . 
(Max = 324). 
11 
10 l 
10 ) 
9 
8 
7 
5 
3 
J6 of all 
pupils 
ranking 
in top 6. 
3.40% 
2. 78% 
2.47% 
2.16% 
1 .54% 
0.93% 
The table above reveals that, interestingly, every one 
of the 48 "Good Teacher" statements on the questionnaire was 
ranked somewhere in the "top six" by at least three pupils. The 
statement that was most frequently chosen was No. 17, "can explain 
things clearly," which was included somewhere in the top six by 
137 pupils, or 42.28% of the pupil sample. Least chosen was No. 7, 
"can belt hard," chosen by only three pupils, or 0.93% of the 
sample. 
Importantly, all five statements that were ranked in 
the top six by more than 25% of the pupils referred either to the 
teacher's control or teaching methods, whilst 11 of the 13 that 
were so ranked by more than 17% did so. These results suggest that 
pupils do in fact value the teacher's skill at instruction and 
class control more highly than· his personal qualities, and support 
the hypothesis that pupils in general have an instrumental view 
of the school. 
Apart from "can explain things clearly, 11 the other 
statements which were ranked somewhere in the top six by more than 
~5% of pupils were: . 
"Doesn't punish pupils who can't do the work," (used by 
35.8% ) ; "helps pupils who are slo,.r at their work," ( 33~95% ) ; 
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"can keep control of the class without being too strict, 11 ( 30.56%) 
and uknows the subject well," (26.54%). · 
The personal characteristics that were included most 
frequently were: "is understanding about pupils' problems ," 
(22.53%); udoesn't make a fool of pupils in front of the class,u 
(20.68%); "has a-good sense of humour, 11 (18.83%) and 11 is patient," 
( 16.98%). 
The tables that follow shovT the ten statements that were 
chosen most·frequently by pupils for each of the six rank positions. 
Of major interest is the breakdown of pupils' and students' first 
choices, and also the analysis of the overall weighting given to 
each characteristic by the two groups of respondents. (The method 
of assessing this weighting is discussed later in the chapter). 
For pupils, the number of times that any given state-
ment could occupy a particular rank position vTas 324 (ie. if every 
pupil ranked statement X identically). For students this figure 
was 164. 
TABLE 37 
Pupils: First Ranked "Good Teacher". Statements. 
Stat. 
No. 
22. 
2. 
12. 
17. 
53· 
1 • 
23. 
25. 
26. 
16. 
Definition: "A Good Teacher ••• " 
Knows the subject well. (T) 
Can keep control of the class 
without being too strict. (c) 
Doesn 1 t punish pupils who" can't do 
the work. (C) 
Can e~plain things clearly. (T) 
Has a good sense of humour. (P) 
Can keep control of the class. (C) 
Helps pupils who are slow.at their 
work. (T) 
Knows the level of work that the 
class can do. (T) 
Is interested in what he or she 
is teaching. (T) 
Gives lessons that are 
interesting. ( T) 
Total Choices 
43 
28 
27 
24 
21 
14 
13 
11 
10 
-.____2. 
200 
% 
of Total. 
13.3% 
8.6% 
7.4% 
6.5% 
4.3% 
3.4% 
2.8% 
64.8% 
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(NB. 43 of the 48 "good teacher" statements on the questionnaire 
were ranked first at least once). 
It can be seen again from the above table that pupils' 
r· 
overid.ing concerns were with the teachers teaching methods and 
class control. Only one of the ten statements that were ranked first 
most frequently related to the teacher's personality. This was 
statement number 53, "A good teacher has a good sense of hUW.our, 11 
which was the statement made most frequently by pupils in their -
essays. 
These findings corroborate in a comprehensive-school 
setting the earlier findings of Musgrove and Taylor and others 
which have already been discussed. Three of the ten statements most 
frequently ranked first referred to discipline and control (2.29 
expected by chance); 6 to teaching methods (5 expected by chance); 
and only one to the teacher's personality (2.71 expected by chance). 
Pupils valued most of all the teacher's subject-
knowledge and his ability to control the class (especially without 
being 11 too strict"). Also, his interest in his subject, skill at 
explanation, and his ability to give interesting lessons. They also 
valued his sense of humour, help with and tolerance of "slow" 
pupils, and his skill at pitching the level of work appropriately 
for the class. 
Also of interest is the fact that 43 of the 48 state-
ments on the questionnaire referring to teacher behaviour were 
ranked first by at least one pupil, thus justifying their inclusion 
on the schedule. (In view of the fact that the statements were 
/ derived from pupils' essays, this result is perhaps not surpris-
ing). The 10 statements which were ranked first most frequently 
represented 64.8% of the total number of choices, however. Six of 
these ten statements (Nos. 22, 2, 12, 17, 1 and 23) were also 
included in the ten statements that were most frequently placed in 
the entire top six by pupils; (see previous table). 
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TABLE 38 
Pupils: Second Ranked 11 Good Teacher11 Statements. 
% Stat. 
No. Definition: 11A Good Teacher ••• 11 
Can explain things clearly. (T)-
Total Choices of Total. 
17. 
12. 
23. 
22. ~· 
25.) 
) 
Doesn't punish pupils who can't 
do the work. (c) 
Helps pupils who are slow at 
their work. (T) 
Knows the subject well. (T) 
Knows the level of work that the 
class can do. (T) 
33 10~2% 
22 6.8% 
20 6.2% 
15 
15 
16 ·j Gives lessons that are interesting.(T) 14 4.3% ) ~ 26. 
) 
43. 
55.) ) 
60.) 
) 
) 
68.) 
Is interested in what he or she 
is teaching. (T) 
Doesn't pick on people. (T) 
Is patient. (P) 
Is good-tempered. ( P) 
Doesn't make a fool of pupils in 
front of the class. (P) 
14 
13 
11 
11 
11 
.!12 
4.3% ) 
3·4% ) ) 
3.4% ~ 
) 
) 
3.4% ) 
55.2% 
(NB. 44 of the 48 statements were ranked second at least once). 
Importantly, the seven statements which pupils ranked 
second most frequently also appeared in the previous table of 
first-ranked statements. All these statements referred either to 
the teacher's discipline (control) or to his teaching methods. 
(Clarity of explanation; subject-knowledge; interest in subject 
and ability to give interesting lessons; ability to pitch work 
at an appropriate level; willingness to help slow pupils rather 
than to punish them). A further "T" statement was placed eighth 
according to frequency of selection: "A good teacher doesn't pick 
on people.tt 
-clearly, since no individual pupil could rank the same 
statement both first and second, these results indicate a high 
~egree of consistency in pupils' responses and also strengthen the 
researcher's claim for the validity of the questionnaire. The 
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pupil group tended consistently ~o select certain statements as 
being of major importance, although individual pupils of course 
gave the various statements slightly different priorities. 
Also of interest is the fact that three statements 
referring to the teacher's personal qualities: (Is patient; good-
tempered; doesn't make a-fool of pupils in front:of the class), 
appear in joint-ninth place in this table. None of these teacher 
characteristics were mentioned in the list of the ten statements 
which were most frequently ranked first. This result supports the 
suggestion that pupils value the teacher's skill at teaching and 
class control more highly than his personal qualities. Since these 
three statements referring to personal qualities do in fact appear 
in the table of the ten statements most frequently ranked second, 
however, it is clear that such qualities as patience and good-
temper ~ considered to be important by pupils - but their 
importance is secondary. 
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TABLE 39 
Pupils: Third Ranked "Good Teacher11 Statements. 
---.% .. S.tat .• 
No. Definition: 11A Good Teacher ••• " Total Choices of Total. 
* 23. 
* 17. 
* 2. 
11 • 
Helps pupils who are slow at 
their work. (T) 
Can explain things clearly. (T) 
Can keep control of the class 
without being too strict. (c) 
Is fair and consistent about 
punishment. (c) 
Is understanding about pupils' 
problems. (P) 
27 
26 
20 
18 
16 
8.0% 
6.2% 
4-9% 
* 68.) 
} 
) 
) 
Doesn't make a fool of pupils 
in front of the class. (P) 15 4.6% ) ~ 
* 12.) 
) 
* 1. 
46. ~ 
* 55.~ 
Doesn't punish pupils who can't 
do the work. ( C ) 
Can keep control of the class. (C) 
Doesn't talk down to pupils. (T) 
Is patient. (P) 
15 
11 
10 
10 
168 
4-6% l 
3-4% 
3.1% ~ 
3.1% ) 
51 .8% 
(NB. 46 of the 48 statements were ranked third at least once). 
As can be seen by comparing the table above with the 
tables of pupils' first and second choices, seven of the state-
ments that pupils most frequently ranked third (marked with an 
asterisk) also appeared in the lists of the ten statements that 
were most frequently ranked either first and second, again 
suggesting consistency in pupils' responses. 
The four statements which were most often ranked third 
again referred to the teacher's control or teaching methods. 
(\-lillingness to help 11 slow" pupils; clarity of explanation; fair-
ness and consistency about punishment and ability to control the 
class without being 11 too strict"). Three further statements in the 
11 top ten" also referred to control or teaching methods: "A good 
teacher doesn't punish pupils who can't do· the Hork"; ~~.~.doesn't 
talk down to pupils 11 ; and 11 ••• can keep control of the class." 
Three statements referring to the teacher's personal 
qualities appeared in the list, and two occupied fifth and sixth 
places according to the frequency with which they were selected. 
("A good teacher is understanding about pupils' problems" and 
"-; •• doesn't make a fool of pupils in front of the class"). As has 
already been discussed, ~ statement referring to the teacher's 
personal qualities appeared in the list of the ten statements-
ranked first, whilst in the list of the statements most often 
ranked second, statements referring to personal qualities only 
occupied joint ninth position. These results again suggest that 
the teacher's personal qualities are of secondary importance to 
pupils. They mention them only when they have ranked statements 
referring to class control and teaching methods more highly. 
Also of interest is the fact that whereas in the case 
of first-ranked statements, the ten most frequently chosen state-
ments accounted for 64.8% of all choices, in the case of second-
ranked statements, the corresponding figure was 55.2% , ( 11 
statements to accomodate a tie), and in the case of third-ranked 
statements 51 .8% , indicating a more even spread of choice amongst 
the statements as the importance of the rank decreased. (Similarly, 
the statement that was most frequently ranked first accounted for 
13.396 of all first place choices; that which was most frequently 
ranked second for 10.2% of all second choices, and that which was 
most frequently ranked third, 8.3% of all third choices). 
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TABLE 40 
Pupils: Fourth Ranked uGood Teacher 11 Statements. 
-% Stat. 
No. Definition: "A Good Teacher ••• " Total Choices of Total. 
12. 
2. 
1. 
11 • 
55. 
Can explain things clearly. (T) 
Doesn't punish pupils who can't 
do the work. (C) 
Can keep control of the class 
without being too strict. (c) 
Can keep control of the class. (c) 
Helps pupils who are slow at 
their work. (T) 
Is fair and consistent about 
punishment. (c) 
Is patient. (P) 
Gives lessons that are 
21 
19 5.9% 
18 
17 
15 
14 4.3% 
12 3·7% 
·.16.l 
62. 
) 
~ 
~ 
~ 
interesting. (T) 
Is cheerful and friendly. (P) 
Is .understanding about pupils' 
11 
11 
3.4% ~ 
3-4% l 
) 
) 
problems. (P) 11 3·4% ~ 
) ) 
68. ~ Doesn't make a fool of pupils in front of the class. 11 
160 
3.4% j 
49.4% 
(NB. 44 of the statements were ranked fourth at least once). 
The trends that were commented on in the discussion 
of the previous table are continued here. The statement that was 
most frequently ranked fourth attracted only 6.5% of all fourth 
choices, (a smaller percentage than for the most frequently-chosen 
statement in the case of ranks 1 - 3), whilst the eleven state-
ments (allowing for a tie for eighth place) which were most 
frequently ranked fourth by pupils accounted for only 49.4% of 
fourth choices; less than for the corresponding 10 or 11 selec-
tions for ranks 1 - 3. Again, these results suggest a wider spread 
of opinion as the relative importance of the characteristics 
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decreases. 
The table of fourth-ranked statements again shmvs that 
the six statements that were most frequently ranked fourth all 
referred to either the teacher's discipline or teaching methods. 
Five of these six statements (the exception being No. 11) were 
included also in the table of the ten statements that were most 
frequently ranked first, whilst all of them also appeared in the 
table of the eleven statements that were most frequently ranked 
third, again indicating a remarkable consistency of pupil opinion 
on the most important characteristics of a "good teacher". 
These six statements were: "can explain things clearly"; 
"doesn't punish pupils who can't do the work"; "can keep control of 
the class without being too strict"; 11 can keep control of the 
class"; "helps pupils who are slow attheir work"; and "is fair 
and consistent about punishment". One further category referring to 
teaching methods was also placed joint eighth according to 
frequency of selection: "A good teacher gives lessons that are 
interesting." 
Placed seventh according to frequency of choice was 
statement No. 55: "A good teacher is patient", and three further 
categories referring to the teacher's personal qualities were 
placed joint eighth: "is cheerful and friendly"; "is understanding 
about pupils' problems"; and "doesn't make a fool of pupils in 
front of the class." 
Statement No. ·55: "A good teacher is patient" also 
appeared in the tables of most frequently-selected second and third 
ranked statements, as did statement No. 68: nA good teacher doesn't 
make a fool of pupils in front of the class." Statement No. 65 
also appeared in the list of statements most frequently ranked 
third. 
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TABLE 41 
Stat. 
No. 
17. 
12 ·j 
2 3· ) 
) 
16. ) 
55. l 
25. ) 
) 
65. ~. 
) 
68. 
11 • ) 
) 
42. ~ 
Pupils: Fifth-Ranked "Good Teacher11 Statements. 
Definition: 11A Good Teacher ••• " 
Can explain things clearly. (T) 
Doesn't punish pupils who can't 
do the work. (c) 
Helps pupils who are slow at 
their work. (T) 
Gives lessons that are 
interesting. (T) 
Is patient. (P) 
Knows the level of work that the 
class can do. (T) 
Is understanding about pupils' 
problems. (P) 
Doesn't make a fool of pupils in 
front of the class. (P) 
Is fair and consistent about 
punishment. (c) 
Doesn't have favourites. (T) 
Total Choices 
20 
19 
19 
15 
15 
14 
14 
1 3 
12 
12 
ill 
% 
of Total. 
6.2% 
4. 3%~ 
4.3~~ 
3. 7%) 
3. 7%~ 
47.2% 
(NB. 45 of the 48 statements were ranked fifth at least once). 
Only one of the ten statements that "'ere most frequently 
ranked fifth (No. 42, "A good teacher doesn't have favourites") 
had not already been included in one of the earlier tables showing 
the statements most frequently occupying ranks 1 - 4. 
Again, the ten statements most often ranked fifth 
represented a smaller percentage of the total choices, (47.290, 
than was the case for the corresponding statements in the four 
previous rank positions. 
The four statements that were most frequently ranked 
fifth again referred to the areas of control or teaching methods; 
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("can explain things clearly"; "doesn't punish pupils who can't 
do the work"; "helps pupils ~~ho- are slow at their work"; and - -
"gives lessons that are interesting"). Statement No. 55, "A good 
teacher is patient", occupied fifth-position, according to 
frequency of choice, an'd two other .statements relating to the 
teacher's personal qualities also appeared in the list: "is under-
standing about pupils' personal problems" (placed joint 6th), and 
"doesn't make a fool·of pupils in front of the class" (eighth). 
(Both of these statements also appeared in the lists of statements 
most frequently ranked third and fourth, whilst "doesn't make a 
fool of pupils in front of the class" appeared in addition in the 
list of statements that were most frequently r~nked second). 
Two further statements referring to discipline and 
teaching methods No. 11 ( 11 is fair and consistent about punishment 11 ) 
and No. 25 ("knows the level of work that the class can do") also 
appeared in the list. Both had appeared in two previous lists. 
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TABLE 42 
Pupils: Sixth-Ranked "Good Teacher" Statements. 
Stat. 
No. Definition: "A Good Teacher ••• " 
47. Listens to pupils' views on 
things. (T) 
65. Is understanding about pupils' 
43. 
23. 
11 • 
1 2. 
2.) 
) 
) 
1 7.) 
problems. (P) 
Doesn't pick on people. (T) 
Helps pupils who are slmv at 
their work. (T) 
Is fair and consistent about 
p1imishment. (C) 
Doesn't punish pupils who can't 
do the work. (C) 
Can keep control of the class 
without being too strict. (C) 
Can explain things clearly. (T) 
22.) Knows the subject well. (T) 
) 
32.) Gives regular homework. (T) 
Total Choices 
22 
19 
18 
16 
15 
14 
13 
13 
12 
12 
ill 
% 
of Total 
6.8% 
4-9% 
4-3% 
4-0~~~ 
4.0%) 
3- 7%) ) 
3-7%) 
47.5% 
(NB. 47 out of the 48 statements v1ere ranked sixth at least once). 
Only tv10 statements that had not been included in any 
of the previous lists appeared in the list of the ten statements 
that were most frequently ranked sixth: No. 47, "listens to pupils' 
views on things 11 and No. 32, "gives regular homework". Interestingly, 
statement 47 was the statement that was ranked sixth most 
frequently. 
The list contained only one statement referring to the 
teacher's personal qualities, No. 65: "is understanding about 
pupils' problems", whilst it contains six statements referring. to 
teaching methods: "listen to pupils' views on things"; "doesn't 
pick on people"; "helps pupils who are slow at their v10rk"; "can 
explain things·clearly"; knows the subject well"; and "gives regular 
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homework". Three statements referring to control also appeared: 
"Is fair-and consistent about punishment"; "doesn't punish pupils 
wlio can't do the work'' and 11 can keep control of the class without 
being t6o strict11 • 
An analysis of the preceding six tables reveals that 
of the 48 "good teacher" statements on the questionnaire, 21, or 
43.75% , appeared at least once in the lists of the top ten state-
ments-that occupied each rank position (1 - 6). Crucially, three 
statements, Nos. 12, 17 and 23, appeared in all six lists. These 
three statements all referred either to the teacher's control or 
teaching methods: "Doesn't punish pupils who can't do the work"; 
"can explain things clea:rly", and "helps pupils who are slo\v at 
their work". 
A further six statements appeared in four of the lists. 
These were statements Nos. 2, 11, 16, 55, 65 and 68. Two of these 
statements referred to control, one to teaching methods, and three 
to personality: (control): "can keep control of the class without 
being too strict"; "is fair and consistent about punishment"; 
(teaching): "gives lessons that are interesting"; (personality): 
"is patient"; "is understanding about pupils' problems"; "doesn't 
make a fool of pupils in front of the class." 
Three statements appeared in three of the lists only; 
these were Nos. 1, 22 and 25. The first of these referred to 
control, the other two to teaching methods: "Can keep control of 
the class"; "knows the subject well"; "knows the level of work that 
the class can do." 
Two more statements appeared in two lists, Nos. 26 and. 
43, one referring to teaching, the other to personality: "Is 
interested in what he or she is teaching"; and "doesn't pick on 
people." 
Finally, seven statements appeared in one list only; 
Nos. 32, 42, 46, 47, 53, 60 and. 62. Four of these related to teach-
ing methods, and three to personality: "gives regular homework"; 
"doesn't have favourites"; "doesn't talk down to pupils"; "listens 
to pupils 1 views on things 11 ; "has- a good sense of humour"; ·"is 
good-tempered"; and. "is cheerful and. friendly". 
A further-interesting table may be·compiled to indicate 
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the overall weighting given to the most popular statements by 
allocating the value six to every statement that appeared in the 
table of the ten statements most frequently ranked first, five 
to those ten statements most frequently ranked second, and so on 
down to the value one for those ten statements most frequently 
ranked sixth. This table gives a true indication of the relative 
importance attached by pupil respondents to these 21 statements 
about teacher behaviour. (It must also be borne in mind that 27 
other statements did not appear in any of the six lists). 
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TABLE 43 
THE "WEIGHTING" ATTRIBUTED to "GOOD TEACHER" 
STATEMENTS BY PUPILS. 
Whether appearing in list 
of the ten statements most 
Stat. frequently ranked .•• 
No. Definition: "A Good Teacher ... 1' 1st 2nd 3rd 4th 5th 6th 
Doesn't punish pupilswho can't 
do the work. 
Can explain things clearly. 
Helps pupils who are slow at 
their work. 
16. Gives lessons that are 
interesting. 
2.) 
55-l 
68.) 
) 
1 • ) 
) 
25.) 
) 
Can keep control of the class 
without being too strict. 
Is patient. 
Doesn't make a fool of pupils 
in front of the class. 
Can keep control of the class. 
Knows the level of work that the 
class can do. 
22. Knows the subject well. 
26. Is interested in what he or 
she is teaching. 
Is fair and consistent about 
punishment. 
Is understanding about pupils' 
problems. 
43.) Doesn't pick on people. 
53-~ Has a good sense of humour. 
60. 
46. 
62. 
42. 
Is good-tempered. 
Doesn't "talk down" to pupils. 
Is cheerful and friendly. 
Doesn't have favourites. 
Gives regular homework. 
Listens to pupils' views on 
things. 
Values = 
* * -* 
* * * * * 
* * * 
* * * 
* * 
* * * * 
* * * * 
* * * 
* * * 
* * * 
* * 
* * * 
* * * 
* * 
* 
* 
* 
* 
* 
* (6) (5) (4) (3) (2) (1) 
Total 
"Value". 
21 ) 
) 
21 ~ 
21 ) 
16 
1 ~ l 
14 ) 
14 ) 
12 
11 
10 ~ 
10 ) ) 
6 ) 
6 ) ) 
5 
4 
3 
2 
Discipline and Control, 
Teaching Methods, 
or Personality. 
c 
T 
T 
T 
c 
p 
p 
c 
T 
T 
T 
c 
p 
T 
p 
p 
T 
p 
T 
T 
T 
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The above table, taken together with the table of the 
ten statements that pupils most frequently ranked first, probably 
provides the best insight into pupils' opinions on the importance 
of the various teacher characteristics. As can be _seen, the five 
statements that achieved the greatest \veighting by the method 
described all referred either to the teacher's control.or teaching 
methods: "doesn't punish pupils who can't do the work 11 ; "can 
explain things clearly11 ; "helps pupils who are slovr at their work"; 
"gives lessons that are interesting" and "can keep control of the 
class without being too strict." To this list should perhaps be 
·added "knows the subject well", which was the statement most 
frequently ranked first, as has already been discussed. Five of 
these six statements (the exception being 11 gives lessons that are 
interesting") appeared at the top of the list of statements 
included most frequently in pupils' top six statements. (See 
table· 36 ) • 
The personal characteristics which obtained the highest 
weighting were: "is patient" and "doesn't make a fool of pupils in 
front of the class." Other personal characteristics regarded as 
important were: "is understanding about pupils' problems"; "has 
a good sense of humour"; "is good-tempered" and "is cheerful and 
friendly." 
These results tend to support the findings of Musgrove 
and Taylor and others, discussed in Chapter Two, that pupils value 
above all the teacher's skill at class control and instruction 
(the one perhaps being a prerequisite for the other); the teacher's 
personal qualities are of secondary importance, though certain 
qualities are still regarded as important. It is interesting to 
find the results of earlier studies, which were carried out 
largely in grammar schools, replicated in a comprehensive school. 
SECTION 2. 
Students' "Good Teacher" Results. 
As \vas the case for :9upils, the first table indicates the 
number of times that each statement was included anywhere in the 
top six rank positions by a student. (Iviaximum possible= 164). 
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TABLE 44 
"GOOD TEACHER" STATEMENTS. RANKED BY STliDENTS 
in '.'TOP SIX". 
Stat. 
No. Definition: "A Good Teacher ••• " 
17. 
26. 
16. 
11 • 
2. 
1 • 
25. 
27. 
22. 
20. 
65. 
53· 
63. 
23. 
Can explain things clearly. (T) 
Is interested in what he or she 
is teaching. (T) 
Gives lessons that are 
interesting. (T) 
Is fair and consistent about 
punishment. (c) 
Can keep control of the class 
without being too strict. (c) 
Can keep control of the class.(C) 
Knows the level of work that 
the class can do. (T) 
Plans his or her lessons in 
advance. (T) 
Knows the subject well. (T) 
Lets pupils take an active 
part in the lesson. (T) 
Is understanding about pupils' 
problems. (P) 
Has a good sense of humour. (P) 
Tries to get to know pupils 
personally. (P) 
Helps pupils who ·are slow at 
their work. (T) 
::: I Listens to pupils' views on things. (T) Is patient • ( P) 
12. 
35. l
) Doesn 1 t punish pupils v1ho can't 
do the work. (c) 
Comes round to help pupils while 
) they are working. (T) 
-No. of Students 
Including 
Statement In 
Top 6 
(Max=164) 
96 
82 
75 
73 
63 
59 
5.7 
50 
44 
39 
36 
31 
30 
27 
21 
21 
19 
19 
%of all 
Students 
Ranking 
Statement 
In Top 6. 
58.54% 
50.00 
45.73 
44.51 
38.41 
35.98 
34.76 
30.49 
26.83 
23.78 
21.95 
18.90 
18.29 
16.46 
12.80) 
) 
) 
12.80) 
11 • 59~ 
) 
) 
11.59) 
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TABLE 44 (cont.) 
Stat. 
No. Definition: "A Good Teacher ••• " 
14. Makes pupils work hard. (T)-
61. Isn't nervous or easily 
flustered. (P) 
3. IV!akes pupils realise who is 
boss right from the start. (c) 
62. 
7 3. 
19. ) 
46. l ) 
18. ~ 
60. 
68. 
4. ) 
54. l 
72. 
59. 
37. 
42. 
Is cheerful and friendly. (P) 
Speaks clearly. (P) 
Doesn't give a class the same 
sort of work every lesson. (T) 
Doesn't "talk down" to 
pupils. (T) 
Teaches things that pupils 
think are useful. (T) 
Is good-tempered. (P) 
Doesn't make a fool of pupils 
in front of the class. (P) 
Doesn't use the belt. (c) 
Is well-mannered. (P) 
Runs clubs or sports teams at 
lunch-time or after school. (P) 
Uses modern methods of 
teaching. (T) 
Doesn't have favourites. ( T) 
43. ) Doesn't pick on people. (T) 
~ 
67. ) Is not sarcastic. (P) 
No. of Students 
Including 
Statement In 
Top 6 
(Max=164) 
17 
16 
13 
11 
10 
9 
9 
7 
7 
7 
6 
6 
5 
4 
3 
3 
3 
2 
2 
%of all 
Students 
Ranking 
Statement 
In Top 6. 
10.37% 
7.93 
6.71 
6.10 
5.49l 
) 
5.49 ) 
4.27 ) ) 
2.44 
) 
) 
~ ) 
) 
) 
) 
~ 
1 .83 ) 
~ ) 
1 .83 ) 
) 
) 
1 .83 ) 
1 .22l 
1 .22 ) 
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Stat. 
No. Definition: "A Good Teacher ••• " 
36. ) Lets pupils help one another 
~ with their work. (T) 41. Lets pupils talk quietly while ~ they are working. (T) 
No. of Students 
Including 
Statement In 
Top 6 
(Max=164) 
1 
1 
%of all 
Students 
Ranking 
Statement 
In Ton 6. 
0.61%) 
0.61 )~ 
The above table shows that only 39 of the 48 statements 
were included once or more by at least one student in the top six 
ranked choices. (In the ca.se of the pupil group, all 48 statements 
were used by at least 3 pupils). Whilst this fact can be attributed 
in part to the smaller size of the student group when compared to 
the pupil group (164 as opposed to 324), it also indicates a 
slightly greater uniformity of opinion amongst students. This 
suggestion is borne out by the fact that whilst four statements 
(Nos. 17, 26, 16 and 11) were ranked in the top six by over 44% 
of students, (2 by 50% or more), not one statement was included in 
the top six.by more than 42.28% of pupils. Similarly eight state-
ments were ranked in the top six by more than 30% of students, 
whilst only 4 statements were so ranked by more than 30% of pupils. 
However, of greater interest is the fact that, by this 
measure at least, students do not appear to attach greater import-
ance to the general area of the teacher's personal characteristics 
than pupils do. The statement that was included in the top six by 
the greatest number of students (58.54%) was No. 17, "Can explain 
things clearly. 11 This is the same statement that was included by 
the gTeatest number of pupils. The ten statements that were most 
frequently ranked in the top six by students in fact all referred 
to either control or teaching methods. As has been discussed, 
eight of the first ten pupil statements did so. 
The ten statements most frequently selected by students 
\<Tere, in descending order of popularity: "Can explain things 
clearly" *; "is interested in what he or she is teaching"; "gives 
lessons that are interesting"; "is fair and consistent about punish-
ment" *; "can keep co_ntrol of the class without being too strict" *; 
11 can·keep·control of the class"*; "knows the level of 1.vork that the 
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class can do" *; "plans his or her lessons in advance 11 ; "knows 
the subject well"; and "lets pupils take an active part in the 
lesson". Six of these ten statements (marked with an asterisk) were 
also amongst the ten statements most frequently chosen by pupils, 
(though not necessarily in the same order), suggesting a high 
degree of correspondence behreen the opinions of pupils and 
student-teachers. 
The four statements that were amongst the ten most 
frequently chosen by students but not by pupils vrere: "is interested 
in what he or she is teaching", (ranked in the top six by 50% of 
students and by only 13.58% of pupils sig. = < 0.001); "gives 
lessons that are interesting", (chosen by 45.73% of students and 
19.44% of pupils sig. = < 0.001 ); "plans his or her lessons in 
advance", (chosen by 30.49% of students and by only 3.09% of pupils 
sig. = < 0.001); and 11 lets pupils take an active part in the 
lesson", (chosen by 23.78% of students and by only 8.95% of pupils 
sig._ = < 0.001). 
The five statements (including a tie for 10th place) 
that were amongst the ten most frequently ranked in the top six 
by pupils, but not by students vrere: 11 doesn 1 t punish pupils who 
can't do the work", (selected by 35.8% of pupils, but by only 11.59% 
of students sig. = < 0.001); "helps pupils who are slow at their 
work", (chosen by 33.95%of pupils and by 16.46%of students sig. = 
< 0.001); "is understanding about pupils' problems 11 , (chosen by 
22.53% of pupils and 21.95% of students; this statement was 
actually the eleventh most frequently used by students); "doesn't 
make a fool of pupils in front of the class", (chosen by 20.68% of 
pupils and by only 4.27% of students, as has already been discussed 
sig. = < 0.001); and "listens to pupils' vievJS on things, 
(selected by 20.06% of pupils and by 12.8~ of students). 
The statements referring to the teacher's personal 
characteristics that were most frequently ranked in the top six by 
students were: No. 65 "is understanding about pupils' problems" *, 
(chosen by 21.95%); "has a good sense of humour"*, (chosen by 
18.90%); "tries to get to know pupils personally11 , (chosen by 18.29%) 
and "is patient"~"", (chosen by 12.89f). Three of these four 
(indicated by ail asterisk) were also amongst the four most frequ-
ently-used 'P' statements for pupils. "Is understanding about 
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pupils' problems 11 was used by 22 .539{ of pupils; "has a good sense 
of humour" by 18;83%, and "is patient" by 16.98%; Thus the views 
of pupils-and student-teachers on the-most important personal 
characteristics of teachers are sho\vn (by this measure) to be very 
similar. 
However the statement, "tries to. get to know pupils 
personally", which was one of the four 'P' statements most 
frequently ranked in the top six by students, was only the tenth 
most frequently-used 'P' statement for pupils, (used by only 7.1% 
sig. = <: 0.001). Conversely, one of the four most frequently-
used 'P' statements by pupils was "doesn't make a fool of pupils 
in front of the class", (used by 20.68%), but it was only the 
ninth most frequently-used 'P' statement for students, being used 
by only 4.27% of the student groups. (sig. = <: 0.0001). 
The tables which follow indicate the ten statements 
which were most frequently chosen by students for each of the six 
rank positions. 
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TABLE 45 
STUDENTS: FIRST-RANKED "GOOD TEACHER" STATEI11ENTS. 
Stat. 
No. 
26.* 
1.* 
16 ·* 
Definition: "A Good Teacher ••• " 
Is interested in what he or she is 
teaching. (T) 
Can keep control of the class. (C) 
Gives lessons that are 
interesting. (T) 
17.*- Can explain things clearly. (T) 
2. *) 
~ ) 
22 ·*) 
25.* 
27. 
53.* 
3. 
Can keep control of the class 
without being too strict. (c) 
Knows the subject well. (T) 
Knows the level of work that the 
class can do. (T) 
Plans his or her lessons in 
advance. (T) 
Has a good sense of humour. (P) 
Makes pupils realise who is boss 
right from the start. (c) 
T_otal 
Choices 
34 
20 
17 
16 
15 
15 
9 
8 
6 
%of 
Total. 
20.7% 
12.2 
10.4 
9.8 
9.1 ) 
) 
) 
9.1) 
5.5 
4.9 
3·7 
2.4 
87.8% 
(NB. 24 of the 48 "Good Teacher" statements were ranked at least 
once). 
It is immediately noticeable from the above table that 
the ten statements that were most frequently ranked first in 
importance by student-teachers accounted for 87.8% of all first 
choices. (The corresponding figure for pupils was 64.8:~). Again, 
this result suggests a greater degree of unanimity amongst students 
than amongst pupils on the most important characteristics of a 
good teacher. In fact, the first six statements listed above alone_ 
accounted for 73.5% of all students' first choices - a remarkable 
level of agreement. Similarly, whereas the pupil group ranked 43 
' 
of the 48 possible choices first at least once, the student-
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teacher group used only 24 of the 48 statements. 
Also of great interest is the fact that 8 of the ten 
statements that were most frequently ranked first by student-
teachers (those statements marked above by an asterisk) were also 
amongst the.ten statements ranked first most frequently by pupils. 
(Although they were not necessarily placed in the same order 
according to their frequency of selection). This result indicates 
strong agreement between pupils' and student-teachers' conceptions 
of the most important characteristics of a good teacher. Similarly 
nine of the ten statements that were most often ranked first by 
students referred to the teacher's control or teaching methods, 
just as they did for pupils, and the only statement referring to 
the teacher's personal qualities that was included was the same for 
both groups: "has a good sense of humour". In fact, students 
ranked statement No. 1, 11 Can keep control of the class", first 
significantly more often than pupils did, (sig. = < 0.005); 
also statement No. 16, "Gives lessons that are interesting", 
(sig. = < 0.001). 
As can be seen from the above table the student group 
ranked the statement 11 is interested in what he or she is teaching" 
first mos.t frequently. In fact over one-fifth of the student sample 
ranked this statement first. It is easy to see this result as 
being an example of an aspect of teacher behaviour that is important 
only from the teacher's point of view; indeed as something that 
only the teacher might be aware of. As has already been discussed, 
this statement was also the ninth most frequently ranked first by 
the pupil group, but it was placed in first position by only 3.1% 
of the group, and there was a statistically significant difference 
of 0.001 between students' and pupils' selection of this state-
ment for first place. 
The 2 statements which were included in the list of the 
students' ten most frequent first choices, but not in the corres-
ponding pupil list were: 11 Plans his or her lessons in advance" 
(sig. = < 0.005) and "makes pupils realise who is boss right 
from the start", whilst the 2 statements included by pupils but not 
by students were: "doesn't punish pupils who can't do the work11 , 
(sig. = < 0.005) and "helps pupils who are slow at their work". 
(sig. = < 0.05). These four statements seem to indicate the 
difference between the teacher's and pupils·' perspective of the 
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teacher's role; some aspects of the role are bound to assume more 
importance for the actor than for the "clientn, and vice-versa, 
purely because of the nature of their respective roles. \.Jhat must 
be emphasised, however, is the great extent of the agreement between 
the two groups on the most important characteristics of a "good 
teacher"; the difference is a matter of the degree of emphasis 
placed on agreed characteristics, rather than the fundamental one 
of valuing different characteristics. For instance, the student 
group attached relatively more importance to the teacher being 
interested in his subject-matter, giving interesting lessons, and 
knowing the level of work that the class can do, whilst pupils 
laid more emphasis on the teacher being able to control the class 
without being too strict, knowing the subject, and having a good 
sense of humour. The results referring to class control are 
interesting, since whilst pupils attached the greatest importance 
to the teacher being able to control the class without being too 
strict, (this being the statement that they ranked first the 
second most frequently), the student-teachers favoured more the 
bold'er statement: "can keep control of the class", which they 
ranked first the second most often. These findings indicate that 
there can be no suggestion that student-teachers attach less 
importance to the teacher's ciass control than pupils do; if 
anything they value it more, since the two statements mentioned 
above that refer to discipline were together ranked first by 21 .3~& 
of students but by only 12.9% of pupils. Similarly, it cannot be 
said either that students believe the teacher's personal qualities 
to be more important than their pupils do. 
In summary, on the basis of the statements vlhich 
they ranked first most often, both student-teachers and pupils 
thought it highly important that the teacher should be able to 
maintain control of the class, explain things clearly, give 
interesting lessons, know the subject \vell, know the level of work 
that the class is capable of, be interested in the subject-matter 
and have a good sense of humour. 
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TABLE 46 
Students: Second-Ranked "Good. Teacher" Statements. 
Stat. 
No. 
16 ·* 
17. * 
1 • 
2. 
26.* 
22 ·*) 
~ 
27 ·*) ) 
11 • 
Definition: "A Good Teacher ••• " 
Gives lessons that are 
interesting. (T) 
Can explain things clearly. (T) 
Can keep control of the class. (c) 
Can keep control of the class 
without being too strict. (c) 
Is interested in what he or she 
is teaching. (T) 
Knov1s the subject well. (T) 
Plans his or her lessons in 
advance. (T) 
Is fair and consistent about 
punishment. (c) 
Knows the level of work that 
the class can do. ( T) 
Tries to get to know pupils 
personally. (P) 
Total 
Choices 
23 
. 17 
16 
15 
14 
11 
11 
7 
7 
6 
127 
%of 
Total. 
10.4 
9.8 
8.5 
6.7) 
) 
~ 
6.7) 
4.3 
4-3 
3-7 
77.44% 
(NB. 26 of the 48 statements were ranked second at least once). 
The ten statements .which were most frequently ranked. 
second by student-teachers comprised ·77 .4% of all their second 
choices. This is a lower proportion of the total than the corres-
ponding figure (87.8~~ for first choices, and follows the tendency 
established in the pupil group for a wider spread of opinion to 
exist the lower the rank position of the statements concerned. 
Twenty-six of the 48 statements were ranked second by at least one 
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student, compared to 24 which were ranked first. 
However there was still a greater uniformity amongst 
student opinion than there was amongst that of pupils, as the ten 
statements that were most frequently ranked second by pupils 
comprised only 55.2% of all second choices, and 44 out of the 48 
statements were ranked second at least once. 
Eight of the statements that appeared in the list of 
the students' most popular first choices also appeared in the above 
table of second choices. The two new statements were "is fair and 
consistent about punishment 11 (ranked second by 4. 3% of students), 
and "tries to get to know pupils personally". Once.again however, 
the students1 ·emphasis was overwhelmingly on the teacher's control 
and teaching methods, with nine out of the ten statements that were 
most frequently ranked second referring to these areas. (Pupils in 
fact included three statements referring to the teacher's person-
ality in their corresponding list, although in the case of both 
groups the 'P' statements were the final statements in the list -
ie. the least chosen of the ten statements included). 
Five of the students• most popular second choices also 
appeared in the corresponding pupil list. These statements are 
indicated by an asterisk. It is interesting to note that three of 
the remaining five statements in the students' list refer to class 
control; these statements did not appear in the table of pupils' 
most frequent second choices. 
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TABLE 47 
Stat. 
No. 
17. * 
11. * 
16. 
25. 
26. 
2. * 
27. 
1. * 
20. 
) 
l ) 
) 
) 
) 
) 
~ 
Students: Third-Ranked "Good Teacher" Statements. 
Definition: "A Good Teacher ••• " 
Can explain things clearly. (T) 
Is fair and consistent about 
punishment. (C) 
Gives lessons that are 
interesting. (T) 
Knows the level of work that the 
class can do. (T) 
Is interested in what he or she 
-is teaching. (T) 
Can keep control of the class 
without being too strict. (C) 
Plans his or her lessons in 
advance. (T) 
Tries to get to know pupils 
personally. (P) 
Can keep control of the class. (c) 
Lets pupils take an active part 
in the lesson. ( T) 
Total 
Choices 
21 
13 
13 
12 
11 
10 
10 
9 
8 
120 
%of 
Total. 
12.8% 
7.9 ) ~ ) 
7.9 ~ ) 
~ ) 7.9 
7.3 
6.7 
) 6.1 ) 
6.1 
5.5 
) 
) 
) 
) 
(NB. 27 of the 48 statements were ranked third at least once). 
The ten statements which student-teachers most 
frequently ranked third comprised 73.1% of all their third choices; 
again, this is a lower proportion of the total than was the case 
with the ten most frequently-chosen first and second choices. 
Similarly, more statements (27) received at least one third choice 
than was the case with the first and second selections. 
The apparent uniformity of student opinion is again 
remarkable; ·nine of the statements in the above table also appeared 
in the corresponding list of the ten most frequently-chosen second 
choices, and seven in the list of first choices. The only statement 
that did not appear in either of the first two lists was No. 20: 
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"Lets pupils take an active part in the lesson", which was in fact 
the tenth most popular third choice. 
Again, nine out of the ten choices referred either to 
the teacher's control or teaching methods. The only statement to 
be included that referred to the teacher's personality was the one 
~hat also appeared in the list of most popular second choices, 
No. 63: "Tries to get to know pupils personally". Thus in the lists 
of the ten statements most frequently ranked first, second and 
third, which could theoretically have encompassed thirty different 
statements, only two referring to the teacher's personality 
appeared, No. 63, and No. 53 (which was included in the list of 
first choices): "Has a good sense of humour." In addition, no 
statement referring to the teacher's personality was placed higher 
than seventh according to frequency of choice in any of these three 
lists. 
Four of the ten statements that were most often ranked 
third by student-teachers also appeared in the corresponding list 
for pupils. These statements are indicated above by an asterisk. 
460 
TABLE 48 
Students: Fourth-Ranked "Good Teacher" Statements. 
Stat. 
No. Definition: "A Good Teacher ••• " 
17.* Can explain things clearly. (T) 
11.* Is fair and consistent about 
punishment. (c) 
20. Lets pupils take an active part 
in the lesson. (T) 
25. 
16 ·* 
2.* 
26. ~ 
~ 
27. ) 
) 
) 
) 
65 ·*) ) 
1 ·*) ) 
35 ·l 
53. ~ 
Knows the level of work that the 
class can do. (T) 
Gives lessons that are 
interesting. (T) 
Can keep control of the class 
without being too strict. (c) 
Is interested in what he or she 
is teaching. (T) 
Plans his or her lessons in 
advance. (T) 
Is understanding about pupils' 
problems. (P) 
Can keep control of the class.(C) 
Comes round to help pupils while 
they are working. (T) 
Has a good sense of humour. (P) 
Total 
Choices 
19 
15 
14 
12 
11 
10 
8 
8 
8 
6 
6 
6 
2.S2 
%of 
Total. 
11 .6% 
9.1 
8.5 
7.3 
6.7 
6.1 
4.9) 
l 
4.9~ 
~ 
4.9) 
(NB. 31 of the 48 statements were ranked fourth at least once). 
The above table shows that the established trends are 
continued. A wider spread of statements (31) was chosen than for any 
of the previous three rank positions, whilst the 12 statements that 
were most often ranked fourth (allowing for a 3 - way tie for tenth 
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place) accounted for 75.1% of the total number of fourth choices, 
a relatively lower figure (when allowing for the 2 additional 
statements) than for any of the three previous rank positions. 
Student-teacher opinion is still seen to be more homogeneous than 
pupil opinion, however. In the corresponding pupil table, 44 of the 
48 statements were ranked fourth at least once, and the eleven 
statements most frequently ranked fourth by pupils (allowing for a 
4 - way tie for eighth place) accounted for only 49.4% of the total 
number of choices. 
Again, student emphasis is overwhelmingly on control and 
teaching methods. Only two of the twelve statements included above 
refer to the teacher's personality; one of these: 11 is understanding 
about pupils' problems 11 , had. not appeared in any of the three 
earlier lists. The only other statement not to have appeared in at 
least one of the earlier lists was statement No. 35: 11 Comes round 
to help pupils while they are working". Seven of the twelve state-
ments that were most frequently ranked fourth were also included in 
every previous list, emphasising again the consistency of student 
response. These statements were: "Can explain things clearly"; 
"Knows the level of work that the class can do 11 ; "Gives lessons that 
are interesting"; "Can keep control of the class without being too 
strict"; "Is interested in what he or she is teaching"; "Plans his 
or her lessons in advance"; "Can keep control of the class". 
Finally six of the twelve statements listed in the above 
table were also included in the corresponding pupil list. These 
statements are indicated by an asterisk. 
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TABLE 49 
Students: Fifth-Ranked "Good Teacher" Statements. 
Stat. 
No. Definition: "A Good Teacher ••• 11 
11.* Is fair and consistent about 
17. *) 
~ 
25.*) 
) 
26. ~ 
) 
65 ·* ~ ) 
20. 
1 • ) 
) 
14. ~ 
) 
23. * ~ ) 
) 
) 
55·*) 
punishment. (c) 
Can explain things clearly. (T) 
Knows the level of work that 
the class can do. (T) 
Is interested in what he or she 
is teaching. (T) 
Is understanding about pupils' 
problems. (P) 
Lets pupils take an active part 
in the lesson. (T) 
Can keep control of the class. (c) 
Makes pupils work hard. (T) 
Helps pupils who are slow at 
their work. (T) 
Is patient. (P) 
Total 
Choices 
17 
12 
12 
9 
9 
8 
7 
7 
7 
96 of 
Total. 
7.3) 
~ ) 
7.3) 
5.5~ 
) 
) 
5.5) 
4.9 
4.3) ) 
4.3~ ) 
~ 
4.3~ 
) 
4.3) 
58.1 96 
(NB. 32 of the 48 statements were ranked fifth at least once). 
Again, the range of statements chosen is shown to have 
increased, (32 out of 48 statements were ranked fifth at least 
once), whilst the proportion of fifth choices accounted for by the 
ten most frequent selections was only 58.1%, a much smaller 
proportion than for the four higher rank positions. Once again too, 
student opinion is seen to be more consistent than that of pupils. 
(The pupil group ranked 45 of the 48 statements fifth at least 
once, whilst the ten statements which they most frequently ranked 
fifth accounted for only 47.2% of all fifth choices). 
Only two statements referring to the teacher's person-
ality were included in the ten statements that were most frequently 
ranked fifth; these were: No. 65, "is understanding about pupils' 
problemsu and No. 55, "is patientrr. Statement No. 65 had also 
appeared-in the previous list, but No. 55 was included for the 
first time. The joint fourth place obtained in this list by "is 
understanding about pupils' problems" was the highest position 
achieved in any of the students' lists so far considered by a 
statement referring to the teacher's personality. 
The other eight statements in the list all referred to 
either the teacher's control or teaching methods. Two of these 
statements had not appeared in any of the four earlier lists: 
No. 14, "makes pupils work hard", and No. 23, "helps pupils who are 
slow at their work". Four of the ten statements, Nos. 1, 17, 25, 
26: "Can keep control of the class", "can explain things clearly", 
"knows the level of work that the class can do" and "is interested 
in what he or she is teaching" 1.o1ere also included in every previous 
student list, whilst six of the ten statements, (marked in the 
table by an asterisk), were also included in the corresponding 
pupil list of fifth-ranked statements. 
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TABLE 5:0 
Stat. 
No. 
11 • * 
17 ·*) 
. ) 
) 
23.*) 
) 
53. 
47. 
35. 
2.*l 
) 
12 ·*) 
) 
) 
~ 27. ) 
l 
65 ·.* ~ 
Students: Sixth-Ranked "Good Teacher" Statements. 
Definition: "A Good Teacher ••• 11 
Is fair and consistent about 
punishment. (c) 
Can explain things clearly. (T) 
Helps pupils who are slow at their 
work. (T) 
Has a good sense of humour. (P) 
Listens to pupils' views on 
things. (T) 
Comes round to help pupils while 
they are working. (T) 
Can keep control of the class 
without being too strict. (c) 
Doesn't punish pupils who can't do 
the work. (c) 
Plans his or her lessons in 
advance. ( T) 
Is understanding about pupils' 
problems. (P) 
Total 
Choices 
19 
11 
11 
10 
9 
8 
7 
7 
7 
%of 
Total. 
11 .6% 
6.1 
5.5 
4-9 
(NB. 33 of the 48 statements were ranked sixth at least once). 
The ten statements that were most frequently ranked 
sixth accounted for 58.7% of all sixth choices, (corresponding 
figure for pupils = 47. 5~0, whilst the corresponding figure for 
fifth choices (previous table) vias 58.1 %· These figures suggest 
that the tendency identified for choices to broaden as the rank 
position becomes lower 11 bottomed out 11 in the case of students at 
their fifth choice. Thirty-three of the 48 statements were ranked 
sixth by at least one student-teacher (the corresponding figure 
for pupils was 47), compared with 32/48 for their fifth choice. 
There is still a clear tendency, however, for the student-teachers 
as a group to be more homogeneous in their choices than pupils. 
Again, only two statements referring to the teacher's 
personality were included in the list of the ten statements that 
were most frequently ranked sixth; (Nos. 53 and 65), "has a good 
sense of humour" and "is understanding about pupils' problems". 
Both had been used in previous lists. Again, the other eight state-
ments included in the table above all refer either to the teacher's 
control or to teaching methods. Two of them (Nos. 12 and 47), 
"doesn't punish pupils who can't do the work" and "listens to 
pupils' views on things" had not been included in any of the 
previous student-teacher lists, whilst statement No. 12 had been 
included by pupils in the list of the ten most frequently-used 
statements for every rank position, thus indicating that pupils 
considered this teacher characteristics to be much more important 
than student-teachers did. 
Finally, six of the ten statements that were most often 
ranked sixth by students also featured in the corresponding pupil 
list. These statements are indicated above by an asterisk. 
An analysis of the preceding six student-teacher tables 
shows that of the 48 11 Good Teacher11 statements on the questionnaire, 
20 appeared at least once in the lists of the top ten statements 
that occupied each rank position (1-6). (The corresponding figure 
for pupils was 21/48). 
This result suggests that whilst the pupils as a group 
included a wider range of statements overall in their six ranked 
choices than the students did, when only the ten most frequent 
choices for each rank position are considered, the range of state-
ments used by the two groups is virtually identical. 
In the case of pupils, as has already been discussed, 
three statements appeared in all six lists. These ,.,ere Nos. 12, 17 
and 23: "Doesn't punish pupils \vho can't do the work"; "can 
explain things clearly11 ; and 11helps pupils who are slow at their 
work 11 • All three referred to either the teacher's control or 
teaching methods. In the case of the student-teacher sample, only 
one statement appeared in all six lists; this was No. 17, "can 
explain things clearly11 • Five statements, however, appeared in five 
of the six lists. These -vrere Nos. 1 , 11, 25, 26 and 27; (none of 
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these appeared in more than 3/6 of the pupils' lists): "Can keep 
control of the class"; "is fair and consistent about punishment"; 
"knows the level of work that the class can do"; "is interested.in 
what he or she is teaching"; and "plans his or her lessons in 
advance". (It is perhaps understandable that the last two of these 
statements would be chosen more frequently by student-teachers than 
by pupils). Again, all five of these statements referred either to 
control or teaching methods. 
Two statements appeared in four of the students' lists; 
Nos. 2 and 16: "Can keep control of the class without being too 
strict" and "gives lessons that are interesting". (Both also 
appeared in four of the pupils' lists). Of major importance there-
fore, is the fact that the eight statements that appeared the 
greatest number of times in the six student-teacher lists all 
referred to either the teacher's control, or to teaching methods. 
There can be no suggestion, therefore, that the student-teachers 
as a group regarded the teacher's personal characteristics as 
being more important aspects of a "good teacher" than these two 
areas. In fact, since three statements referring to the teacher's 
personal qualities actually appeared in 4/6 pupil lists (Nos. 55, 
65 and 68: "is patient"; "is understanding about pupils' problems" 
and "doesn't make a fool of pupils in front of the class") it 
appears that pupils actually place more emphasis on the teacher's 
personality than student-teachers do. This finding conflicts with 
earlier research discussed in Chapter Three; none of this earlier 
research, however, was conducted in a comprehensive school. 
Three further statements appeared in 3/6 of the student 
lists; Nos. 20, 53 and 65. One of these statements referred to 
teaching methods: "lets pupils take an active part in the lesson 11 , 
and two to the teacher's personality: 11 Has a good sense of humour" 
and "is understanding about pupils' problems". Statement 20 did not 
appear in any of the six pupil lists, statement 53 appeared only 
in one list (although this was the list of the ten statements that 
were most frequently ranked first), and statement 65 in four lists. 
Four statements appeared in two of the students' lists 
only: Nos. 22, 23, 35 and 63. Three of these referred to teaching 
methods: "Knows the subject well"; "helps pupils who are slow at 
their work 11 and "comes round to help pupils while they are working"; 
and one to personality: "Tries to get to know pupils personally". 
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(It is important to note that No. 23: "Helps pupils who are slow 
at their work", was included in the lists of the ten most frequently-
chosen statements for all six rank positions by pupils). Statement 
No. 22 was included in 3 pupil lists, ivhilst statements 35 and 63 
were not included in any. 
Finally, five statements appeared in one student. list 
only; these were Nos. 3, 12, 14, 47 and 55. ~.,ro of these referred 
to control, two to teaching methods, and one to personality: "f·Iakes 
pupils realise who is boss right from the start"; "doesn't punish 
pupils who can't do the -v10rk 11 ; "makes pupils work hard"; "listens 
to pupils' views on things"; and "is patient". Importantly, state-
ment No. 12: "Doesn't punish pupils who can't do the \vork 11 was 
included in the ten most frequently chosen statements for all six 
rank positions by pupils. Statement No. 55: "Is patient", vlaS 
included by pupils in four lists, and No. 47: "Listens to pupils 1 
views on things" was included in one list. However, statements 
Nos. 3 and 14: "Makes pupils realise who is boss right from the 
start11 and "makes pupils work hard" were not included in any of 
the six pupil lists. 
The final table in this section allocates, as Table 
did for pupils, the weighting or value six to all ten statements 
that student-teachers most frequently ranked first, five to the 
ten statements most frequently ranked second and so on. The table 
thus given a true indication of the relative importance attached 
by student-teachers to these areas of teacher behaviour. Again, 
it must be remembered that another 28 statements on the question-
naire did not appear in any of the six lists. 
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TABLE 51 THE "'ltlEIGHTll1G11 ATTRIBUTED to "GOOD TEACHER" 
STATEMENTS :BY. STUDENTS • 
Whether appearing in list 
of the ten statements most 
Stat. freque-ntly ranked-••• 
Discipline and Control, 
No. Definition: "A Good. Teacher ••• II 1st 2nd ~rd 4th 2th 6th 
Total Teaching Methods,_ 
"Value". or Personality. 
17. Can explain things clearly. * * * * * * 21 T 
1 • ~ Can keep control of the class. * * * * * ) 20 c 
25. l Knows the level of work that 
) 
the class can do. * * * * * 
20 ~ T 
26. ~ Is interested in what he or ~ she is teaching. * * * * -IE- 20 T 
2. l Can keep control of the class ) without being too strict. * * * * 19 ) c 
27. ~ Plans his or her lessons in 
) 
advance. * -lt- * * * 
19 ) T 
1 6. Gives lessons that are 
interesting. * * * * 
18 T 
11 • Is fair and consistent 
about punishment. * * * *· * 
15 c 
22. Knows the subject well. * * 11 T 
53. Has a good sense of humour. * * * 10 p 
20. ) Lets pupils take an active ) 
) part in the lesson. * -);- * 9 
T 
) 
) 
63. ~ Tries to get to know pupils 9 
) 
) p 
personally. * * 
3- l Makes pupils realise who is 6 ) c boss right from the start. * ) ) 
65. ~ Is understanding about pupils' 6 ) p problems. * * * 
35. Comes round to help pupils 
while they are working. * * 
4 T 
23. Helps pupils who are slow at 
_their work. * * 
3 T 
14. ~ Makes pupils work hard. * ) 2 T 
55. ) Is patient. * 
) 
2 ) p ) 
TABLE 
Stat. 
_No. 
5·1 (cont.) 
Definition: "A Good Teacher ••• 11 
Doesn't punish pupils'who can•t· 
do the work. 
Listens to pupils' views on 
things. 
Values = 
\fuether appearing in list 
of the ten statements most 
fr.equen tly ranked ••• 
1st 2nd 3rd 4th 5th 6th 
* 
* 
(6) (5) (4) (3) (2) (1) 
The above table shows that the statement that achieved 
the greatest weighting by the method described was statement No.17: 
"Can explain things clearly". Statement No. 17 was also one of 
three statements which shared the top weighting for pupils. Clearly, 
both groups attached great importance to this teacher character-
istic. 
The nine statements which achieved the greatest weight-
ing for the student-teacher group all referred to either control 
or teaching methods, and thus the students appear to have placed 
an even greater emphasis on these two areas than pupils did. (In 
the case of pupils, only the first five statements referred to these 
two areas). The student-teacher group gave more weight than pupils 
to class control, knowing the level of work that the class can do, 
the teacher's interest in what he is teaching, lesson planning, 
fairness about punishment and interesting lessons; whilst pupils 
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gave more weight than students to not punishing pupils who are unable 
to do the work and helping pupils who are slow at their work. 
Only four statements referring to the teacher's person-
ality were given any importance by student-teachers, whilst the 
corresponding figure for pupils was six. Student-teachers gave more 
weight to the teacher's sense of humour, and trying to get to know 
pupils personally, whilst pupils attached more importance than 
students to patience, not making a fool of pupils in front of the 
class, being understanding about pupils' problems, good-temper, 
and cheerfulness and friendliness. 
Total. 
1
.'Valueu. 
1 ~ 
) 
1 ) 
Discipline and Control, 
Teaching Methods, 
or Personality. 
c 
T 
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CONCLUSIONS. 
Pupils' and Student-Teachers' Opinions on 
the Characteristics of A Good Teacher. 
Of paramount importance is the finding that whilst 
differences of emphasis exist between the opinions of the two 
groups, there can be no suggestion that student-teachers attach 
more weight than pupils to the personality of the teacher. If 
anything, pupils appear to regard the teacher's personality as 
being more important. 
Pupils regard as being of major importance the teacher's 
• 
clarity of explanation; help for pupils who are slow at their work 
(and not punishment for this); class control; subject-knowledge; 
ability to give interesting lessons; patience; sense of humour; and 
not "making a fool of pupils in front of the class". 
Student-teachers shared many of these opinions; they too 
attached great importance to the teacher's clarity of explanation, 
class control, subject-knowledge and ability to give interesting 
lessons. They did not stress as highly as pupils did: help for 
pupils who are slow, patience, sense of humvur, reluctance to 
embarrass pupils in front of the class and reluctance to punish 
them for their inability to do the work set. (The disparity of 
opinion was greatest for the last tvro areas named above). 
However, the students regarded as being very important 
some characteristics that were not emphasised so much by pupils. 
These were: the teacher's interest in his subject, lesson planning 
in advance, knowledge of the appropriate level of work for a 
particular class, and fairness about punishment. (The first three 
of these areas could be expected to occur to teachers in training 
rather than to pupils). The greatest di.spari ty of opinion occured 
over the importance of planning lessons in advance. 
The tables that follow indicate statistically 
significant differences between pupils' and students' inclusion of 
statements in the six ranked positions. (Some of these have already 
been mentioned earlier). It must be borne in mind when considering 
the relative frequencies of the groups' choices that the pupil 
group was almost exactly twice the size of the student group. 
Twenty-five of the 48 statements, (52~), on the questionnaire proved 
473 
to differentiate at a statistically significant level between the 
two groups. 
As can be seen from the first table, in some cases a 
statement was chosen by many pupils and by hardly any students; 
however the second table shows that most of the statements that 
were chosen significantly more often by student-teachers were also 
chosen by substantial numbers of pupils. 
TABLE 5;2 
STATISTICALLY SIGNIFICANT DIFFERENCES BETVIE~~ PUPILS' 
AND STUD~~TS' INCLUSION OF STAT~1ENTS IN THEIR 
TOP SIX RANKED CHOICES (1). 
No. of 
Respondents 
Ranking 
Stat. Statement Level of 
No. Definition: "A Good Teacher ••• " in Top 6. Significance. 
Pupils. Students. 
5. Doesn't threaten pupils. 23 
6. Doesn't hit pupils except on 
the hand with a belt. 25 
12. Doesn't punish pupils >·Iho can't 
do the work. 116 
23. Helps pupils who are slow at 
their work. 110 
32. Gives regular homework. 26 
42. Doesn't have favourites. 50 
43. Doesn't pick on people. 61 
68. Doesn't make a fool of pupils 
in front of the class. 67 
15. Gives tests sometimes. 19 
67. Is not sarcastic.· 28 
60. Is good-tempered. 46 
13. Doesn't frighten pupils. 22 
29. Doesn't give homework at all. 14 
41. Lets pupils talk quietly while 
they are working. 18 
62. Is cheerful and friendly. 46 
0 
0 
19 
27 
0 
3 
2 
7 
0 
2 
7 
3 
0 
1 
11 
0.001 
0.001 
0.001 
0.001 
0.001 
0.001 
0.001 
0.001 
0.005 
0.005 
0.01 
0.05 
0.05 
0.05 
0.05 
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The above table· lists the areas of teacher behaviour 
that pupils regarded as being significantly more important than 
students did. The list makes interesting reading, and could be said 
to largely comprise 11negative" items that student-teachers would 
perhaps not readily apply to themselves, or even to other teachers. 
What is perhaps revealed is the gap between pupils' experience 
of the way in which teachers really do behave, and the lack of 
student-teacher knowledge of the way in which they and their future 
colleagues might sometimes behave, even if unconsciously or against 
their better judgement, in the classroom. 
Clearly then, some pupils had experience of teachers who 
threatened them, hit them in 11 illegal" ways, punished pupils who 
were genuinely unable to do their work, failed to help such pupils, 
picked on individuals, had favourites, were sarcastic, made a 
fool of pupils in front of their classmates, were bad-tempered, 
frightened pupils, and were not, as the above list amply demon-
strates, cheerful and friendly. (It is interesting to compare 
these findings with those of Edward Blishen, published in The 
School That I'd Like( 1 ) and discussed in Chapter Two). 
It may vJell be that what is revealed here is not the 
sanctioning of such behaviour by student-teachers, or their belief 
that it is unimportant, but a genuine naivity regarding the real-
ities of many teachers' classroom behaviour, including their own, 
over a long period; or at any rate, an inability to perceive 
teachers' behaviour from the pupils' point of view. 
The second table shows the aspects of teacher behaviour 
which student-teachers regarded as being significantly more 
important than pupils did. 
1. E. Blishen, op.cit. 
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TABLE 53 
STATISTICALLY SIGNIFICANT DITi'FERENCES BETHEEN PUPILS' 
AND STUDENTS' INCLUSION OF STAT~1ENTS IN ~HEIR · 
TOP.SIX RANKED CHOICES (2). 
No. of 
Res pond en ts 
Ranking 
Statement Stat. 
No. Definition: 11A Good Teacher ••• 11 in Top 6. 
Level of 
Significance. 
1 • Can keep control of the class. 
11. Is fair and consistent about 
punishment. 
16. 
17. 
20. 
Gives lessons that are 
interesting. 
Can explain things clearly. 
Lets pupils take an active part 
in the lesson. 
25. Knows the level of work that 
the class can do. 
26. Is interested in what he or she 
is teaching. 
27. Plans his or her lessons in 
advance. 
3-
Tries to get to know pupils 
personally. 
Makes pupils realise who is 
boss right from the start. 
Pupils. Students. 
71 
63 
137 
29 
65 
44 
10 
23 
7 
59 
73 
75 
96 
39 
57 
82 
50 
30 
13 
0.001 
0.001 
0.001 
0.001 
0.001 
0.001 
0.001 
0.001 
0.001 
0.005 
What is immediately apparen~ from the above table is 
that with the exception of statement No. 27: "Plans his or her 
lessons in advance 11 , and No. 3: "Makes pupils realise who is boss 
right from the start 11 , the statistically signif~cant differences 
appliied to statements which were used by a relatively large number 
of student-teachers but also by a substantial number of pupils. 
(Conversely, as shown in the preceding tabl~;all but three of the 
15 statements which were chosen significantly more often by pupils 
vlere in fact selected by less than 5% of students). 
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SECTION 3~ 
Pupils' "Purpose of School" Results. 
The first table in this section indicates the number of 
times that each statement was included by a pupil anywhere in his 
or her four ranked "purpose of school" choices. It must be remem-
bered that the table takes no account-of whether, for example, a 
particular statement appeared most frequently as first choice or 
fourth choice. 
The letters (J, SOC., S.S. or P) which appear in brackets 
after the statement-definitions indicate the area to which the 
statement belongs: jobs and careers; social functions; subjects 
and skills; and personal development. This section of the question-
naire contained 7 statements referring to jobs and careers, 7 to 
social functions, 7 to subjects and skills, and 11 to personal 
development, a total of 32 statements in all, from which pupils had 
to select the four most important and rank them. 
TABLE 5'4 "PURPOSE of SCHOOL" STATEHENTS RANKED BY PUPILS in "TOP FOUR". 
No. of % 
Pupils of all 
Including Pupils 
Statement Ranking 
Stat. In Top 4 Statement 
No. Definition: "The Purpose of School Is ••• " (Max=322) In Top 4. 
4. To help pupils pass exams and get 
qualifications. (J) 
46. To prepare pupils for standing on their 
own feet in the '-rorld. (P) 
42. To develop pupils' intelligence. (P) 
32. To teach pupils to read, write and 
count. (s.s) 
8. To help pupils get a well-paid job. (J) 
6. 
45. 
To help pupils get a job that they 
will like. (J) 
To teach pupils subjects that can be 
used directly in a job. (J) 
To prepare pupils for University or 
College. (J) 
To help pupils find out what things 
they're good at. (P) 
185 
136 
135 
117 
73 
71 
71 
68 
57.45% 
42.23 
41.92 
36.33 
22.67 
22.04l 
22.04 
21 • 11 
19.56 
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TABLE 
Stat. 
No. 
2. 
3. 
40. 
38. 
41. 
21 • 
36. 
3;3. 
39. 
37. 
19. ) 
) 
28. ) 
~ 
34. ) 
11 • 
16. 
31 • 
1 • ~ 
) 
15. ~ 
54 (cont.) 
Definition: 11 The Purpose of School Is ••• 11 
To prepare pupils for working with other -
people when they leave. (J) 
To help pupils choose a job. (J) 
To teach pupils discipline. (P) 
To teach pupils how to express 
themselves clearly. (P) 
To help each pupil to develop his or 
her personality. (P) 
To teach pupils lots of different 
subjects. (s.s.) 
To teach pupils how to get on with 
different kinds of people. ( P) 
To teach pupils practical skills that 
will be useful at home. (s.s.) 
To teach pupils the difference between 
right and wrong. (P) 
To teach pupils how to behave in 
different situations. (P) 
To keep pupils off the streets. (soc.) 
To teach pupils to speak a foreign 
language. (s.s.) 
To teach pupils good manners. (P) 
To teach pupils how Britain is run 
and governed. (s .s.) 
To provide clubs and sports in the 
lunch-hour and after school. (SOC.) 
To teach pupils different sports and 
how to keep fit. (s.s.) 
To provide jobs for teachers, cleaners 
and cooks. (soc.) 
To give pupils somewhere to have a 
good time. (soc.) 
No. of % 
Pupils of all 
Including Fupils 
Statement Ranking 
In Top 4 Statement 
(Max=322) In Top 4. 
51 
49 
33 
31 
30 
25 
23 
20 
18 
16 
9 
9 
9 
8 
7 
6 
5 
5 
15.21 
10.24 
9. 31 
7.76 
5.59 
4.96 
2.79) 
) 
2.79~ 
) 
2.79) 
2.48 
2.17 
1.86 
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TABLE 54 (cont.) No. of % 
Pupils 0f all 
Stat. 
No. Definition: "The Purpose of School Is ••• " 
To give pupils somewhere to meet 
Including Pupils 
Statement Ranking 
In To.p 4 Statement 
(Max=32~) In Top 4. 
14. ) 
43-l 
friends. (soc.) 4 1 .24% ~ 
20. 
1 o.l 
18. 
) 
To teach pupils to respect their 
elders. (P) 
To take pupils during the day so that their 
parents can go out to work. (soc.) 
To teach pupils how people in other 
countries live and think. (s.s.) 
To take pupils on trips and visits 
outside school. (soc.) 
4 1.24 
3~ 0.93 
2 0.62 
2 0.62 
The above table shows that,as was the case with the 
"Good Teacher" section of the questionnaire, every one of the 
"purpose of school" statements on the questionnaire was ranked in 
the top four by at least two pupils. The most frequently-chosen 
statement was No. 4: "To help pupils pass exams and get qualifica-
tions", which was ranked somewhere in the "top four" by 185 pupils, 
or 57.45% of the group. The statements chosen least frequently 
were Nos. 10 and 18: "To teach pupils how people in other countries 
live and think", and "to take pupils on trips and visits outside 
school", which were both chosen by only 2 pupils, or 0.62%of the 
sample. 
Of major interest is the fact that of the eleven state-
ments which were included in the most important four "purposes of 
school" by more than 15% of pupils, seven relate to the area of 
jobs and careers. 
These seven statements in fact comprise the whole "Jobs 
and. Careers" section; and. it is certainly remarkable that every 
statement relating to jobs and. careers on the questionnaire was 
amongst the eleven most frequently-chosen statements. This finding 
thus supports the suggestion made in Chapter Two, the Review of the 
Literature, that secondary-school pupils tend·to have a highly 
instrumental view of the role of the school, which is clearly 
related to pupils' opinions on the "characteristics of a good 
teacher" which have just been discussed. 
) 
) 
) 
) 
) 
) 
) 
) 
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The seven statements referring to jobs and careers that 
were chosen'by over 15% of pupils.were: "To help pupils pass exams 
and get qualificationsn, (57 .45%); ''To help pupils get a well-paid 
job", (22.67%); 11 To help pupils-get a job that they will like", 
(22:04%); 11 To teach pupils subjects that can be used directly-in 
a job11 ; (22.04%); ttTo prepare people for university or college", 
( 21 .1 %) ; "To prepare pupils for working with other people \vhen they 
leave 11 , (15.83%); and "To help pupils choose a job", (15.21%). 
The.other four statements that were ranked in the top 
four by more than 15%of pupils were Nos. 46, 42, 32 and 45: 11 To 
prepare pupils for standing on their own feet in the world 11 , (used 
by 42 .23%); 11 To develop pupils' intelligence", ( 41 .92%); 11 To teach 
pupils to read, write and count 11 , (36.33%); and "To help pupils 
find out what things they're good at 11 • (19.56%).-(It is notable 
that three of these refer to personal development). 
Again, it is interesting to conjecture the extent to 
which schools actually conform to pupils' wishes. Statement No. 46: 
"To prepare pupils for standing on their own feet in the world 11 
was the second most frequently chosen, but whilst many, if not most, 
schools would claim to foster pupils' independence, it could be 
argued that the school system per se, with its multiplicity of 
rules, does exactly the opposite, being designed to eliminate 
independent thought or action. 
More worryingly perhaps, whilst unemployment amongst 
young people was high in 1979 when the questionnaires were 
completed by pupils, it is drastically higher in 1983. If pupils 
see the school in primarily 11 functional" terms, the fact that there 
is no job for many at the end of eleven years of compulsory 
schooling is likely to mean that large numbers of pupils now see 
little point in attending school, and also little point in what they 
are taught there. The notion that 11 success'' at school (in terms of 
examination passes and conformity to the 11 system11 ) has ever been 
an automatic "passport" to a well-paid job of the young person's 
choice has always been·a dubious one, as has the reverse notion 
that t1failure 11 at school automatically means a disagreeable low-
paid job, or Unemployment. Both notions have, however, assiduously 
been fostered by those who hold. positions of power in the school 
system, because such notions serve to motivate the young people 
who are forced to attend school. Indeed, it is rather paradoxical 
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that whilst research has shown that teachers emphasise the 
ttcharacter-building11 function of the school when talking to other 
educationalists, it-is the examination/career function that they 
stress when they attempt to motivate pupils. At the present time, 
however, schoolchildren can see for themselves that diligence at 
school may well lead them nowhere in terms of a job, and consequent-
ly many have no inclination to study subjects which to them may 
seem pointless. It is also of great interest that statement No. 5: 
"To teach us subjects that can be used directly in a job" was 
chosen as one of the four most important functions of scnool by 
over 20% of pupils, for whilst the extent to which the school 
performed this function in the past is very dubious, the new "16 -
18" proposals in Scotland strongly emphasise the need for the 
school curriculum to be linked to the world of work, especially 
for less academic pupils, who are likely to be most disaffected 
with school. Similar proposals have been made in England. 
The tables that follow show the six most frequently-
chosen statements for each of the four rank positions. (Only the 
six most frequently-selected statements are listed because of the 
tiny percentages that would be involved if more statements were 
included). Again, pupils' and students' first choices are of major 
importance, as are the tables that indicate the overall weighting 
given to each statement, calculated by the method that has already 
been explained. 
It should also be noted that in the case of pupils the 
maximum number of times that any statement could occupy a given 
rank position was 322; (two pupils did not complete this section 
of the questionnaire). For student-teachers, the number was 159; 
(five students did not complete this section). 
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TABLE 55; 
Pupils: First-Ranked "Purpose of School 11 Statements. 
Stat. 
No. Definition: "The Purpose of School Is ••• " 
4. To help pupils pass exams and get 
qualifications. (J) 
32. To teach pupils to read, write and 
count. (s.s.) 
46. To prepare pupils for standing on 
their own feet in the world. (P) 
42. rro develop pupils' intelihigence. (P) 
8. To help pupils get a well-paid 
job. (J) 
45. To help pupils find out what things 
they're good at. (P) 
(NB. 25 of the 32 categories were ranked first at 
Total %of 
Choices Total. 
64 19.9% 
58 18.0 
50 15.5 
45 14.0 
18 5.6 
.J..2 4.1 
250 71.7% 
least once). 
The above table shows that the six statements that were 
ranked first most frequently by pupils accounted for 77.7% of all 
first choices. The most popular four statements alone, (Nos. 4, 32, 
46 and 42) accounted for 67.4% of all first choices, despite the 
fact that 25 out of the 32 statements on the questionnaire v1ere 
ranked first at least once. 
The emphasis of pupils is again clearly seen to be on 
the instrumental functions of the school: helping pupils master the 
"basics" of reading and v1ri ting, and helping them to pass examina-
tions. In addition, the statement "to help pupils get a v1ell-paid 
job" was the fifth most popular first choice. 
Interestingly though, three statements referring to 
"personal development" were included in the six most frequent 
selections. These were: "to prepare pupils for standing on their 
own feet in the world"; "to develop pupils' intelligence" and 
"to help pupils find out what things they're good at." These 
results suggest that pupils attach more emphasis to the alleged 
"character-buildingn functions of the school than researchers such 
as Musgrove and Taylor found previously. (This finding may reflect 
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the nature of comprehensive schools as opposed to grammar schools). 
TABLE. 56 
Pupils: Second-Ranked "Purpose of School 11 Statements. 
Stat. 
No. 
4. 
42. 
46. 
32. 
6. 
5. 
Definition: 11 The Purpose of School 
To ·help pupils pass exams and get 
qualifications. (J) 
To develop pupils' intelligence. (P) 
To prepare pupils for standing on 
their own feet.in the world. (P) 
To teach pupils to read, write and 
count. (s.s.) 
To prepare pupils for university or 
college. (J) 
To teach pupils subjects that can be 
used directly in a job. (J) 
Total %of 
Is ••• II Choices Total. 
59 18.3% 
31 
27 8.4 
25 
24 7.5 
(NB. 30 out of the 32 statements were ranked second at least once). 
The above table reflects the tendency established in the 
analysis of the "good teacher" section for the percentage of total 
choices accounted for by the'most frequently-selected statements 
to fall along with the rank position under discussion. Thus, the 
six most popular second choices accounted for only 58.7% of all 
second choices, in comparison to 77.7% for the six most popular 
first choices. 
Similarly, 30 out of the 32 statements were ranked 
second by at least one pupil, compared to a figure of 25/32 for 
first choices. Thus the range of opinion is again shown to broaden, 
the lower the rank position under consideration. 
The table of the most popular second choices shows that 
four of the six statements listed also appeared in the table of 
most popular first choices: (Nos. 4, 32, 42 and 46). Easily the most 
popular second choice was "to help pupils pass exams and get 
qualifications", which attracted 18.3% of all second choices. (This 
statement was also the most popular first choice). Two other state-
ments referring to Jobs and Careers were included, Nos. 5 and 6: 
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"to teach pupils subjects that can be used directly in a job" and 
"to prepare pupils for university or college". Both of these-
statements attracted around 7% of all second-choices. In addition, 
statement No. 32: "to teach pupils to read, write and count", which 
received 7.8% of all second choices, also referred to a "functional" 
aspect of the school. 
The two other statements that were amongst the six most 
frequently ranked second both referred to personal developments, 
and both also appeared in the list of most popular first choices. 
These were: "to develop pupils' intelligence" (9 .6%) and "to 
prepare pupils for standing on their own feet in the world 11 (8 .4%). 
The inclusion of these two 'P' statements again suggests that pupils 
do regard as important the role of their school in their general 
development, at least in some areas. 
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TABLE 57 
Pupils: Third-Ranked "Purpose of School" Statementlil. 
Stat. 
No. Definition f "The Purpose of School Is ••• 11 
4. To help pupils pass exams and get 
42. 
7.) 
) 
) 
46.) 
) 
s. 
8. 
qualifications. (J) 
To develop pupils' intelligence. ( P) 
To help pupils get a job that they 
will like. (J) 
To prepare pupils for standing on their 
own feet in the world. (P) 
To teach pupils subjects that can be 
used directly in a job. (J) 
To help pupils get a well-paid 
job. (J) 
Total .% of 
Choices Total. 
41 12.7% 
32 
26 
26 
19 
18 
162 
9.9 
8.1 ~ 
) 
8.1) 
5.9 
5.6 
50.3% 
(NB. 28 out of the 32 statements were ranked third at least once). 
The table above shows that the percentage of all choices 
accounted for by the six most popular third choices was 50.3% , 
lower than the comparable figure for the six most popular first and 
second choices. However, only 28/32 statements were ranked third. at 
least once, compared. to 30/32 for the second rank position; this 
latter result is against the established tendency. 
Four of the statements that were most frequently ~anked 
third also appeared in the list of the six most popular first 
choices; (Nos. 4, 8, 42 and 46). Similarly, four also appeared in 
the table of most popular second choices; (Nos. 4, 5, 42 and 46). 
These results suggest a high degree of consistency of pupil 
opinion regarding the most important functions of school. 
The most popular statement was again No.4: "To help 
pupils pass exams and get qualifications", which attracted 12.7% 
of all third choices. Three further statements out of the six 
that were chosen most often also referred to Jobs and Careers: 
Nos. 5, 7 and. 8: "To teach pupils subjects that can be used 
directly in a job'', (5.9% of all third choices); "to help pupils 
get a job that they will-like", (8.1.%); and "to help pupils get 
a well-paid. job, (5.6.%)· 
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The only two statements in the list that did not refer 
to the area of Jobs and Careers were again Nos. 42 and 46: "To 
develop our intelligence" (9.9%) and "to prepare pupils for 
standing on their own feet in the world 11 ( 8.1%) • 
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TABLE 58 
Pupils: Fourth-Ranked "Purpose of School 11 Statements. 
Stat. Total . . .% of 
No. · Definition: "The Purpose of School Is ••• " Choices Total. 
46. To prepare pupils for standing on their 
42. 
4.) 
7
•1 
3 ·j 
) 
6.) 
~ ) 
) 
8.~ 
) 
45J ) 
own feet in the vmrld. (P) 33 10.2% 
To develop pupils' intelligence. (P) 
To help pupils pass exams and get 
qualifications. (J) 
To help pupils get a job that they will 
like. (J) 
To help pupils choose a job. (J) 
To prepare pupils for university or 
college. (J) 
To help pupils get a well-paid job.(J) 
To help pupils find out what things 
they're good at. (P) 
27 
21 
21 
20 
20 
20 
20 
182 
6.5) 
) 
) 
) 
6.5) 
6.2) 
~ 
~ 
6.2~ 
~ 
6.2) 
~ ) 
) 
* 
(NB. 30 out of the 32 statements were ranked fourth at least once). 
The above table lists the eight most popular fourth 
choices, rather than the six most popular, to allow for ties. Even 
so, these eight statements accounted for only 56.5% of all fourth 
choices, a relatively smaller proportion than the six most frequent 
choices for the other three rank positions. Thirty out of the 32 
statements were ranked fourth by at least one pupil. 
Five of .the eight statements referred to Jobs and 
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Careers: Nos. 3, 4, 6, 7 and 8. Statement No.4: 11 To help pupils 
pass exams and get qualifications, had appeared at·the head of 
all the other three lists; No.8: "To help pupils get a v7ell-paid 
job" had appeared in two of the other lists, and Nos. 6 and 7: 
"To-prepare pupils for university or college" and "to help pupils 
get a job that they will like 11 had both appeared in one previous 
list. Only statement No. 3: "To help pupils choose a job" had 
not appeared in any of the three previous lists. 
The other three statements shown in the above table 
all referred to areas of personal development, Nos. 42 and 46: 
"To develop pupils' intelligence" and "to prepare pupils for 
standing on their own feet in the world" had also appeared in 
every other list, vlhilst No. 45: "To help pupils find out what 
things they're good at" had appeared in one other. 
Overall, then, pupils' opinions showed remarkable 
stability over the four rank positions, since out of a possible 
26 statements which could have been selected, (had there been no 
consistency of choice at all across the four ranks), only ten 
were used. 
The final table shows the relative weighting 
attributed to the most popular statements. The weighting is 
achieved by giving the six statements which were most frequently 
ranked first the value 4, those six which were most often ranked 
second the value 3, and so on. It must be remembered tqat 22 of 
32 "purpose of school" statements on the questionnaire do not 
appear in this table at all, as they were not amongst the six 
mOst frequent choices for any of the four rank positions. 
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"WEIGHTING11 ATTRI:BDTEJ1 .to. nPURPOSE of SCHOOL" 
_STATEMENTS.:BY PUPILS. 
11lhether appearing 
in lists of the six 
statements most 
frequently 
Stat. ranked ••• 
No. Definition: "The Purpose of School Is ••• " 1st 2nd 3rd 4th 
4 ~ 
) 
42 l 
46 
) 
8 ) 
) 
32 ) ) 
5 
45 
6 
7 
3 
To help pupils-pass exams and get 
qualifications. 
To develop pupils' intelligence. 
To prepare pupils for standing on their 
own feet in the world. 
To help pupils get a well-paid job. 
To teach pupils to read, write 
and count. 
To teach pupils supjects that can 
be used directly in a job. 
To help pupils find out what things 
they're good at. 
To prepare pupils for university 
or college. 
To help pupils get a job that 
they will like. 
To help pupils choose a. job. 
Values = 
* * 
* * * 
* * 
* * 
* 
* * 
* * 
* * 
* 
(4) (3) (2) (1) 
The above table shows that six of the ten statements 
which appeared at least once in the top six choices for one of the 
four rank positions referred to Jobs and Careers. This fact shows 
the great emphasis put on this area by pupils when they are asked 
to consider the school's function. (Indeed, as has already been 
pointed out, there Y.Tere in fact only 7 statements on the question-
naire referring to this area; six of these feature in the table 
above). Pupils expect the school to help them to get qualifications, 
prepare them for university or college; help them get a well-paid 
and. int~?resting job;. help them to choose a job, and to teach them 
subjects that can be used directly in a job. (Interestingly; more 
emphasis was placed on a well-paid job rat~er than one which the 
pupil would like). 
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Jobs and Careers, 
Subjects and Skills, 
Total Social, or 
"Value 11 • Personal Development. 
10 ~ J ) 
10 ) p ) 
) 
'"' 10 '\ I p 
7 ) J ) 
) 
7 ) s .s. ) 
5 ) J ~ 
5 ) p ) 
4 J 
3 J 
1 J 
As has been remarked already, the extent to v1hich the 
school can help even "successful" pupils to find a job is now much 
reduced; to a certain- extent sc.hools are victims of their own 
"myth", as even well-qualified young people are failing to find 
work. One result has been an effort to increase motivation by 
attempting to provide courses that ~ more directly related to the 
world of \vork; ironically, although this step appears to meet 
pupils' wishes, it has happened at a time when prospects for long-
term employment are grim for many pupils, so even these job-
related courses may be seen as 11 pointless 11 by the young people for 
whom they are intended. 
The only statement to be included from the area of 
"subjects and skills 11 , was No. 32: "To teach pupils to read, write 
and count 11 , and it is also notable that no statement referring to 
the school's 11 social" functions was included. (There ivere 7 state-
ments referring to each area on the questionnaire). The frequent 
selection of statement No. 32 also indicates that pupils hold a 
functional view of the school's purpose. 
Interestingly, the other three statements that appear 
in the above table refer to areas of "personal development". 
Indeed, two of these statements, Nos. 42 and 45: "to develop pupils' 
intelligence" and "to prepare pupils for standing on their own feet 
in the world" shared the top weighting with statement No. 4. These 
two 'P' statements appeared in the top six choices for all four 
rank positions. The other 'P' statement to be included was No. 45: 
"to help pupils find out what things they're good at". The weight 
attached to these three statements indicates that pupils regard the 
school's function in furthering their general development as being 
more important, at least in these specified areas, than has been 
suggested. by earlier research. 
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TA.BLE 60 SECTION 4. 
Student-Teachers' "Purpose of School 11 Results. 
"PURPOSE of SCHOOL" ·STATEf~EJ:iJTS RANKED No. of % 
BY STUDENTS in "TOP FOUR". Students of all 
Including Students 
Statement Ranking 
Stat. In Top 4 Statement 
No. Definition: "The Purpose of School Is ••• " (r.!ax=159) In Top 4. 
41. To help each pupil to develop his or 
her personality. (P) 
46. To prepare pupils for standing on 
their own feet in the world. (P) 
42. To develop pupils' intelligence. (P) 
32. To teach pupils to read, v1ri te and 
count. (s.s.) 
38. To teach pupils how to express 
themselves clearly. (P) 
45. To help pupils find out what things 
they're good at. (P) 
2. To prepare pupils for working with other 
people when they leave. (J) 
36. To teach pupils how to get on with 
different kinds of people. (P) 
4. To help pupils pass exams and get 
qualifications. (J) 
39. To teach pupils the difference between 
right and wrong. (P) 
37. To teach pupils how to behave in 
40. 
7. 
5-
different situations. (P) 
To teach pupils discipline. (P) 
To help pupils get a job that they 
will like. (J) 
To teach pupils subjects that can be 
used directly in a job. (J) 
To prepare pupils for university or 
college. (J) 
To teach pupils practical skills that 
will be useful at home. (s.s.) 
102 
95 
66 
65 
58 
44 
33 
24 
22 
20 
18 
13 
10 
8 
8 
59-75 
41.51 
40.88 
36.48 
22.64 
20.75 
15.10 
12.58 
11 . 32 
8.18 
6.29 
5.03~ 
5.03~ 
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TABLE 60 .{cont.) 
No. of % 
Students of all 
Including Students 
Statement Ranking 
Stat. In Top 4 Statement 
No. Definition: uThe Purpose of School Is ••• u (Max=159) In Top 4. 
10. To teach pupils how people in other 
countries live and think. (s.s.) 4 2.52% 
11 • 
1 "l 
15. 
) 
16 ·l 
~ 
To teach pupils how Britain is run 
and governed. (s.s.) 
To provide jobs for teachers, cleaners, 
and cooks. (soc.) 
To give pupils somewhere to have a 
good time. (soc.) 
To provide clubs and sports in the lunch-
hour and after school. (soc.) 
To take pupils on trips and visits 
3 1.89 
1 0.63 ~ 
1 0.63 ~ ) 
) 
1 0.63 ) ) 
) 
) 
) 18.) ) outside school. (soc.) 1 0.63 ) 
The above table shows that 22 of the 32 "Purpose of 
School" statements on the questionnaire were ranked in the top four 
by the student-teachers least once. Thus ten statements were never 
selected by the student-teacher group, and a further four were 
chosen by one student only. Student-teacher opinion was thus again 
shown to be more uniform than that of pupils, who selected every 
statement at least once. 
The analysis of student-teacher choices is highly 
interesting, since whereas students are shown to agree with pupils 
in attaching minimal importance to the school's "social11 functions 
and to the tuition of specific subjects and skills (with the excep-
tion of the "basics" of reading, writing and counting), the two 
groups are diametrically opposed in the emphasis which they attach 
to the areas of "personal development" and "jobs and careers". In 
the case of pupils, seven of the twelve statements which were 
selected by more than 1 O% of the sample for the 11 top four" referred 
to jobs and careers. These seven statements comprised every state-
ment referring to this area on the questionnaire. In the case of 
the student-teachers, however, only two out of the·twelve statements 
that were chosen by more than 10% of the sample referred to jobs 
and careers, whilst nine referred to the area of "personal develop-
493 
ment 11 • (only four of the pupils' 12 most frequently-chosen statements 
did so). The level of statistical significance for these overall 
pupils;' selections was 0 .05, and for students 0.01. 
This result supports suggestions made in the Review of 
the Literature that teachers do not share pupils' "functional" view 
of the purpose of school; the student-teachers clearly regard the 
aims of school in far more general terms than pupils do. It is 
also interesting to find that students preparing to teach in 
comprehensive schools have a viewpoint much nearer that which was 
identified in secondary-modem teachers rather than that held by 
grammar-school teachers before comprehensive reorganisation. 
The statement that was included most frequently in the 
four ranked choices by the student-teacher group was No. 41: "to 
help each pupil to develop his or her personality". This statement 
was selected by 64.15% of students, but by only 9~31% of pupils 
(sig. = <: 0.001). Interestingly, however, the two statements to 
receive the next highest number of choices, Nos. 46 and 42, also 
occupied second and third places in the table of pupils' choices. 
These statements were: "to prepare pupils for standing on their 
own feet in the world" (chosen by 59.75% of students and by 42.23% 
of pupils sig. = < 0.005), and"tc;~ develop pupils' intelligence" 
(chosen by 41.51% of students and 41.92% of pupils). Thus there 
was a very high degree of agreement between the two groups on the 
importance of these two functions of school, although the student-
teachers selected statement 46 significantly more often than pupils 
did. 
The statement that was chosen fourth most frequently by 
the student group was No. 32: "to teach pupils to read, write and 
count". (Selected as one of the four most important functions of 
school by 40.88% of student-teachers). This statement also attracted 
the fourth highest number of pupil choices, (selected by 36.33%); 
thus there also strong agreement between the groups regarding the 
importance of this "purpose of school". 
The next·most frequent choice of students attracted little 
support from pupils, however. Statement No. 38: "to teach pupils how 
to express themselves clearly" was selected by 36.48% of student-
teachers, but by orily 9.62% of pupils ( sig. = < 0 ~001). This 
statement was only the thirteenth most frequent choice for the pupil 
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group. There was however, more agreement about the importance of 
statement No. 45: "to help pupils find out what things they're good 
at", which attracted the sixth-highest number of choices from the 
stUdent group (27.67%) and the ninth highest from pupils (19.56%); 
and also about the students' seventh most popular choice, No. 2: 
"to prepare pupils for working with other people when they leave", 
(chosen by 22.64%),which was the tenth most frequent choice of 
pupils (selected.by 15.83%). 
A further wide-disparity of opinion occured however 
over the importance of statement No. 4: "to help pupils pass exams 
and get qualifications". Whereas 57.4596 of pupils included this 
statement in their four most important.functions of school, (the 
statement being the most popular choice for pupils), it was chosen 
by only 15.1%of student-teachers, and was only their ninth most 
frequent selection. (Sig. = < 0.001). 
Conversely, the tenth and eleventh most popular student 
choices, Nos. 39 and 37: "to teach pupils the difference between 
right and wrong" and "to teach pupils how to behave in different 
situations", which were selected by 13.84% and 12.58% of student-
teachers respectively, attracted little support from pupils. 
Comparable percentage figures for the pupil group were 5.59% (sig. = 
<: 0.005), and 4.96% (sig. = <: 0.01) respectively, and they 
were the eighteenth and nineteenth most frequent choices. 
The students' twelfth most frequent selection, however, 
statement No. 40: "to teach us discipline" (chosen by 11.32%), was 
also chosen by 10.24% of pupils and was their twelfth most popular 
choice too. 
Further wide disparities existed between pupils' and 
students' op1n1ons on the importance of five statements that 
referred to Jobs and Careers. Statements Nos. 3, 5, 6, 7 and 8 were 
all amongst the twelve statements that pupils selected most often 
as one of the four most important "purposes of school", but none of 
them were given similar importance by the student-teacher group. 
The following table clearly illustrates the different 
emphasis that the two groups placed on these job-related functions 
of school; (statement. No. 4: "to help pupils pass exams and get 
qualifications 11 , which has already been discussed, is also included). 
The second table summarises the reverse trend: the much greater 
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emphasis placed by students on the areas of personal development. 
(Note that the only other statement to differentiate at a 
statistically significant level between the two groups was No. 21: 
11 to teach pupils lots of different subjects", which was chosen by 
7.72% of pupils and by no students at all (sig. = <: 0.001). 
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TABLE 61 
STATISTICALLY SIGNIFICANT DIFFERENCES BET\•TEEN 
. JOB-RELA.TED and PERSONAL 
Stat. 
No. Definition: 11 The Purpose of School Is ••• " 
3. To·help pupils'choose a job. 
4. To help pupils pass exams and get 
qualifications. 
5. To teach pupils subjects that can be 
used directly in a job. 
6. To prepare pupils for university or 
college. 
7. To help pupils get a job that they will 
like. 
8. To help pupils get a well-paid job. 
36. To teach pupils how to get on with 
different kinds of people. 
37. To teach pupils how to behave in 
different situations. 
38. To teach pupils how to express 
themselves clearly. 
39. To teach pupils the difference 
between right and wrong. 
41. To help each pupil to develop his 
or her personality. 
46. To prepare pupils for standing on 
their own feet in the world. 
%of Pupils 
including 
S:ta.t.emen:t .. - . 
in Top 4. 
15.21%" 
57-45 
22.04 
21 .11 
22.04 
22.67 
7.14% 
4.96 
9.62 
5-59 
9. 31 
42.23 
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PUPILS' and ~TTIDENT-T~~CHER~' SELECTION OF 
DEVELOP:HENT. STATEJ'If.EJ!TTS. _ 
.% .of Students including 
Statement in Top 4. 
1 5. 1 
6.29 
5.03 
8.18 
0 
20.7 5% 
12.58 
36.48 
1 3.84 
64.1 5 
59-75 
r, 
Level of 
Significance. 
0~001 
0.001 
0.001 
0.001 
0.001 
0.001 
0.001 
0.01 
0.001 
0.005 
0.001 
0.005 
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It may be seen from the above tables that no student-teachers at 
all included either statement No. 3: trto help pupils ·choose a job1t 
or statement No. 8: "to help pupils get a well-paid job" in their· 
four most important choices. The only statement referring to Jobs 
and Careers on the entire questionnaire that was given approximately 
equal emphasis by pupils and students was No. 2: 11 to prepare pupils 
for working with other people when they leave", which was chosen 
by 15.83% of pupils and 22.64% of student-teachers. Similarly, 
the only.one of the six statements above referring to personal 
development which was regarded as important by pupils was No. 46: 
"to prepare pupils for standing on their own feet in the world 11 , 
(though there was still a statistically significant difference at 
the 0.005 level between pupils' and student-teachers' selection 
of this statement). There were large disparities between the 
emphasis placed on five other areas of personal development by the 
two groups. In every case the student-teachers considered the 
particular "function of school" referred to to be more important 
than pupils did. Disagreement was particularly marked over state-
ments 36, 38 and 41: "to teach pupils how to get on with different 
kinds of people 11 ; "to teach pupils how to express themselves 
clearly11 and "to help each pupil to develop his or her personality". 
It is again interesting to conjecture, as was done with 
reference to the area of jobs and careers, the extent to which the 
school does actually fulfill any of these objectives, except 
indirectly by "housing" young people for long pe;riod.s of time over 
many years while they grow up of their own accord. Their person-
alities will develop inexorably in any case between the ages of 
12 and. 16 or 17, and it is reasonable to assume that they will 
learn how to "get on'' with other people simply by being a member 
of the school community for four or five years, (not to mention 
their earlier experience at primary school). Similarly, to what 
extent does school prepare its pupils for behaving appropriately 
in "different situations 11 , apart from in those situations which 
arise naturally in the course of the school day? (The "expected11 
behaviour in many of these situations is compliance with and 
subjection to the wishes of the teacher, a fact which the "de -
schoolers 11 have capitalised on, comparing this pattern to the 
management/worker roles in industry, as was discussed in Chapter 
2). Finally, as has already been mentioned, to what extent does 
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school prepare pupils for "standing on their own feet in the world"? 
This function of school was regarded as being very important by 
both pupils and student-teachers, yet it could easily be argued 
that by its very nature, school performs the reverse function, by 
artificially separating young people from the "outside \ororld", by 
making most of their decisions for them, and by attempting to 
enforce conformity. 
Thus the paradoxical situation is arrived at in which 
the functions of school identified as being most important by 
the two groups of respondents are in fact not fulfilled by the 
school, though it is quite possible that both groups believe that 
their own objectives are being met. Equally, it is likely that 
both groups are operating in ignorance of the views of the other 
regarding the aims of the school; this is surely a very unsatis-
factory state of affairs. The final section of the questionnaire 
was designed to test whether or not student-teachers were aware of 
pupils' opinions on the "characteristics of a good teacher" and the 
"purpose of school". 
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There now follows a summary of the six most frequent 
student-teacher choices for each of the four rank positions. 
TABLE 62 
Student-Teachers: First-Ranked "Purpose of School" Statements. 
Stat. 
No. Definition: "The Purpose of School Is ... rr 
46.* To prepare pupils for standing on their 
own feet in the world. (P) 
32.* To teach pupils to read, write and 
count. (s.s.) 
42 .~'- To develop pupils' intelligence. (P) 
41 • To help each pupil to develop his or 
her personality. (P) 
45.* To help pupils find out what things 
they're good at. (P) 
2. ) To prepare pupils for working with 
) people when they leave. 
) 
(J) 
36. ) To teach pupils how to get on with 
) different kinds of people. (P) 
other 
Total 
Choices 
34 
31 
28 
23 
13 
6 
6 
141 
%of 
Total. 
21 • 38% 
19-49 
17.61 
~ 4-47 
8.18 
3. 77) 
~ 
88 .68z6 
(NB. 17 of the 32 statements were ranked first at least once). 
(Statements marked by an asterisk were also amongst pupils' six 
most popular first choices). 
As the above table indicates, the seven statements 
(allowing for a tie for 6th place) that were most frequently 
ranked first by the student-teacher group comprised 88.68% of all 
first choices, whilst the four statements which were most often 
ranked first in fact accounted for 72.95% of all students' first 
choices. These figures represent a remarkable uniformity of 
opinion amongst student-teachers regarding the most important 
functions of school. Again, the student group was shO\-m to be more 
uniform in opinion than the pupil group; the pupils' six most 
popular first choices accounted for 77.7~[ of all their first 
choices. Similarly, pupils ranked 25 of the 32 statements on this 
section of the questionnaire first at least once, whilst students 
selected only 17/32 for first place. 
501 
The statement which was most frequently ranked first by 
student-teachers referred to an area of personal development: 
No. 46, "to prepare pupils for standing on their own feet in the 
worldn, (chosen by 21.38% of students). This statement was also 
ranked first third most frequently by pupils (chosen by 15.5% of 
this group). 
Four other statements referring to personal development 
were also amongst students' seven most popular first choices. 
ThE_:lse were statements Nos. 42, 41, 45 and 36: "to develop pupils' 
intelligence", (chosen by 17.61%); "to help each pupil develop his 
or her personality11 , (chosen by 14.47%); "to help pupils find out 
what things they're good at", (chosen by 8.18%) and "to teach pupils 
how to get on \vith different kinds of people" (chosen by 3.775C). The 
inclusion of five 'P' statements in the seven statements most 
frequently ranked first by student-teachers confirms the results for 
this group that have already been discussed. There \vas also a 
statistically significant difference of 0.001 between students' and 
pupils' selection of statement No. 41 for first place. 
Statements Nos. 42 and 45 were also included in the list 
of pupils' six most popular first choices (ranked first by 14.0% 
and 4. 7% of pupils respectively), as was statement No. 32: nto teach 
us to read, write and count 11 , which was the second most popular first 
choice with both student-teachers and pupils; (ranked first by 18.0~6 
of pupils and by 19.49% of students). 
Statements 41 and 36 did not appear in the list of 
pupils' six most popular first choices, however; nor did statement 
No. 2: "to prepare pupils for vrorking with other people when they 
leave", which was the student-teachers' sixth most popular first 
choice; (ranked first by 3. 77%). 
Conversely, t>·ro statements that appeared in the list 
of pupils' six most popular first choices did not appear in the 
students' list. Both of these statements related to the area of 
"jobs and careers": No. 4: 11 to help pupils pass exams and get 
qualifications" (which was the statement most often ranked first 
by pupils, chosen by 19.9~Q and No. 8: "to help pu'PilS get a well-
paid job", chosen by 5.6% of pu"Pils. Again, this result confirms 
the trends already identified for pupils to place considerably 
more emphasis on this area than student-teachers. There was a 
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statistically significant difference of 0.001 between pupils' and 
students' selection of statement No. 4 for first place, and of 
0.005 in·respect of their selection of statement No. 8 for first 
place. 
503 
"to help us to read, write and count 11 • In the corresponding :pupil 
list only two 'P' statements appeared (Nos. 42 and 46, which were 
both also included in the student-teachers' list), whilst three 
statements referred to the area of Jobs and Careers. No "Jobs and 
Careers" statements were among the six statements that student-
teachers ranked second most often. (The three statements that did 
appear in the corresponding pupil list are marked with an asterisk). 
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Students: Second-Ranked "Purpose of School" Statements. 
Stat. 
No. Definition: "The Furpose of School Is ••• 11 
41. To help each pupil to develop his or her 
personality. (P) 
46.* To prepare pupils for standing on their 
own feet in the world. (P) 
38. To teach pupils hov1 to express 
themselves clearly. (P) 
32. *)To teach 
~count. 
45. )To help 
)they're 
pupils to read, write and 
(s.s.) 
pupils find out what things 
good. at. (P) 
42.* To develop pupils' intelligence. (P) 
Total %of 
Choices Total. 
22 
16 
14 
14 
13 
115 
22.64% 
10.06 
_8 .81 ~ 
) 
8.81) 
8. 2 
72.32% 
(NB. 17 of the 32 statements were ranked second at least once). 
(Statements marked by an asterisk were also amongst pupils' six 
most popular second choices). 
The six statements which were most frequently ranked 
second by student-teachers accounted for 72.32% of all their 
second choices. (The comparable figure for pupils was 58.7%). 
Student-teachers ranked 17 of the 32 "Purpose of School" statements 
second at least once, whilst the pupil group selected 30/32 at 
least once. Again student-teacher opinion was shown to be more 
homogeneous than that of pupils, although students' second choices 
were more broadly spread than their first choices. (The seven most 
popular first choices accounted for 88.68% of the total). 
Five of the six statements shown in the table above 
also appeared in the table of students' six most popular first 
choices. (The only statement which did not was No. 38: "to teach 
pupils how to express themselves clearly"). This result again 
suggests a great consistency of student-opinion regarding the 
"purpose of school". 
Student·emphasis is again seen to be overwhelmingly on 
t_he __ area of personal develo.pmen t; five of the six stat em en ts in the 
table above refer to this area, the only exception being No. 32: 
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TABLE 64 
Student-Teachers: Third-Ranked "Purpose of School" Statements. 
Sta.t. To_tal %of 
No. Definition: "The Purpose of School Is ••• " Choices Total. 
41. To help each pupil to develop his or 
her personality. (P) 32 20.12% 
46. ~ To prepare pupils for standing on . 
their own feet in the world •. (~) 23 14.46 
38. To teach pupils how to express 
themselves clearly. (P) 19 11 .95 
42. ~ To develop pupils' intelligence. (P) 15 9.43 
36. To teach pupils how to get on with 
different kinds of people. (P) 11 6.92 
2. ) To prepare pupils for working with ) other people when they leave. (J) 10 6.29) 
~ 32. To teach pupils to read, write and ~ ) count. (s.s.) 10 6 .2~ 2 
120 15·41~ 
(NB. 18 of the 32 statements were ranked third at least once). 
(Statements marked by an asterisk were also amongst pupils' six 
most popular third choices). 
The seven statements which students most frequently 
ranked third (allowing for a tie for sixth place), accounted for 
75.47% of all the student-teachers' third choices, a proportionately 
lower percentage than that for the most popular first and second 
choices. However, pupils' six most popular third choices accounted 
for only 50.3% of the total. Eighteen of the 32 statements were 
ranked third by the student-teachers at least once, whilst the 
comparable figure for pupils was 28/32. 
Again, whilst 4 of the 6 statements in the c.orresponding 
pupil list had referred to Jobs and Careers, and only two referred 
to personal development, five of the students' seven statements in 
the above table refer to personal development; and only one to 
Jobs and Careers. Indeed, all the five statements that were most 
often ranked third by student-teachers referred to areas of personal 
d.evelopment, and together accounted for 62.88.% of all their third 
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choices. 
Five of the seven statements in the table above also 
appeared in the table of students' six most popular second choices, 
(Nos. 41, 46, 38, 42 and 32), whilst six also appeared in the 
cor:r?esponding table of students' first choices. (Nos. 41, 46, 42, 
36, 2, 32). Again, student-teacher opinion was shown to be 
remarkably uniform. Only two of the statements in the above table 
appeared in the corresponding pupil list, however; these are 
marked i.Ji th an asterisk. 
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TABLE 65 
Student-Teachers: Fourth-Ranked "Purpose of School 11 Statements .• 
Stat. 
No. 
38. 
45.* 
36. ) 
41 • l 
32. ) 
) 
) 
42 .-*) 
Definition: "The Purpose of School Is ••• " 
To teach pupils how to express 
themselves clearly. (P) 
To prepare pupils for standing on their 
own feet in the world. (P) 
To help pupils find out what things 
they're good at. (P) 
To teach pupils how to get on with 
different kinds of people. (P) 
To help each pupil to develop his or 
her personality. (P) 
To teach pupils to read, ivrite and 
count. (s.s.) 
To develop pupils' intelligence. (P) 
Total 
Choices 
20 
16 
12 
11 
11 
10 
10 
90 
%of 
Total. 
10.06 
7-55 
6.29~ 
6.29) 
56.60% 
(NB. 22 of the 32 statements \vere ranked fourth at least once). 
(Statements marked by an asterisk were also amongst pupils' six 
most popular fourth choices). 
The seven statements which student-teachers most 
frequently ranked fourth accounted for 56.6% of their total choices, 
a much smaller proportion of the total than that accounted for by 
the most popular choices for the other three rank positions. The 
comparable percentage for pupils was almost identical (56.5?0, 
although eight statements rather than seven were included in the 
pupil list. Twenty-two of the 32 statements were ranked fourth by 
student-teachers at least once, a higher figure than for the other 
three rank positions, but still appreciably lower than the compar-
able figure for pupils, which was 30/32. The two established trends, 
a) for the range of student opinion to·be narrower than that of 
pupils, and b) for choices for both groups to broaden, the lower the 
rank position concerned, were thus maintained throughout, on both 
sections of the questionnaire. 
508 
Six of the seven statements that were most often ranked 
fourth again referred to the area of personal development; the 
corresponding figure for pupils was 3/8 statements. Similarly, 
whilst five of the eight statements \vhich pupils most frequently 
ranked fourth referred to jobs and careers, none of the students' 
seven most popular fourth choices did so. The different emphasis 
of the t1..ro groups are again clearly shown. The three statements 
included in the above table that also appeared in the corresponding 
pupil table are marked. by an asterisk. 
The four preceding tables show a remarkable consistency 
in student-teacher opinion: out of a possible 27 statements that 
could. have been used, (allov!ing for ties) only eight statements 
altogether appeared in the lists of the six (or seven) most-chosen 
statements for each of the four rank positions. (The corresponding 
figure for pupils was 10). These 8 statements are listed in the 
final table of this section, v1hich indicates the weighting 
attached by student-teachers to their most popular choices. As 
has been previously explained, vreighting is achieved by allocating 
the value four to the six statements that v1ere most often ranked 
first, three to those which were most often ranked second, and 
so on. Again, it must be borne in mind that 24 out of the 32 
statements on this section of the questionnaire were not among 
the most popular six choices for any of the four rank positions, 
and so do not appear in the following table. 
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TABLE 66 "v!EIGHTllfG" ATTRIBUTED to "PURPOSE of SCHOOL" STATEr-TENTS BY ST1DENTS. 
Stat. 
No. 
32. 
41. 
42. 
46. 
45-
36. 
2. 
38. 
Definition: 11 The Purpose of School Is ••• " 
) To teach pupils to read, write and count.·· 
~ 
l 
l 
To help each pupil to develop his or 
her personality. 
To develop pupils' intelligence. 
To prepare pupils for standing on their 
own feet in the world. 
To help pupils find out what things 
they're good at. 
To teach pupils how to get on with 
different kinds of people. 
) To prepare pupils for working with 
other people when they leave. 
l To teach pupils how to express themselves clearly. 
Value = 
Whether 
appearing in 
lists of the 
six statements 
most frequently 
ranked: 
1st 2nd 3rd 4th 
* 
* * * 
* * * * 
* * * * 
* * * 
* * * 
* * 
* * * 
(4) (3) (2) (1) 
The above table clearly illustrates the emphasis placed 
on the area of personal development by student-teachers when they 
are asked to consider the functions of the comprehensive school. 
Six of the eight statements which appeared in the top six choices 
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for at least one of the rank positions referred to this area~ Three 
of them were amongst the six most frequently-selected statements for 
all four rank positions. These statements were: "to help each pupil 
to develop his or her personality11 ; 11 to develop pupils' intelligence" 
and 11 to prepare pupils for standing on their own feet in the world". 
Interestingly, the last t\<TO of thes·e three statements were also 
included in the six statements most frequently chosen for each rank 
position by pupils; thus there was a high level of agreement between 
the two groups on the importance ·of these ·two areas of personal 
developmeri t. 
Three further 'P' statements appear in the 
Total "Value" 
10 
10 
10 
10 
8 
7 
6 
6 
) 
) 
~ ) 
) 
l 
) 
) 
~ 
Jobs and Careers, Subjects 
Jand Skills, Social or 
Personal Development. 
s.s. 
P. 
P. 
P. 
P. 
P. 
J. 
P. 
) 
) 
l ) 
) 
) 
) 
) 
) 
) 
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above table: "to help pupils find out what things they're good at", 
11 to teach pupils hmv to get on vrith different kinds of-people" and 
"to teach pupils how to express themselves clearly." Of these·z onl;y: 
the first \Vas re~arded as im:12ortant b;y: J2UJ2ils. 
The two other statements included above are: "to teach 
pupils to read, write and count", which pupils also regarded as 
being important, (though not so-important as student-teachers did), 
and "to prepare pupils for working with other people when they 
leave", which was the only "Jobs and Careers" statement given any 
emphasis by students. Interestingly, this was the one "Jobs and 
Careers" statement which was not regarded as important by pupils. 
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COl-;-CLUSIOHS. 
Pupils' and Student-Teachers' Opinions on 
-the "Furuose of School". 
A clear difference between the focus of emphasis of the 
two groups was established. There was, however, agreement on the 
importance of teaching pupils to read, write and count, and on two 
areas of "personal development": rrto prepare pupils for standing 
on their own feet in the world" aiid 11 to develop pupils' 
intelligence". Pupil~ also attached some importance, though less 
than student-teachers, to the school's function in "helping pupils 
to find out what they're good at. 11 
However, pupils also attached great importance to the 
school's "helping pupils to pass exams and get qualifications", 
and placed substantial emphasis on the school's function of 
Q "helping pupils to get a well-paid job." Other career-related 
statements that were frequently selected by pupils as being import-
ant were: "to teach pupils subjects that can be used directly in 
a jo~"; "to prepare pupils for university or college"; "to help 
pupils get a job that they like" and "to help pupils choose a job". 
These six career-related statements comprised all but one of the 
"Jobs and Careers 11 statements on the questionnaire. None of them 
was selected by the student-teacher group as being important. 
(There was a statistically significant difference of 0.001 between 
the two groups' level of selection for these 6 statements). 
Instead, students emphasised areas of personal develop-
ment; in addition to the three 'F' statements already mentioned, 
which were regarded as important by both students and pupils, the 
student group attached great weight to "helping each pupil to 
develop his or her personality", "teaching pupils how to get on 
with other people", and "teaching pupils how to express themselves 
clearly 11 • None of these statements received any emphasis from pupils. 
The only job-related statement that was stressed at all by student-
teachers was "to prepare pupils for working with other people Hhen 
they leave"; ironically this was the only 11 jobs and careers" -
·related function that was not regarded as important by pupils. 
Statistically significant differences were identified 
between the level of students' and pupils' selection of the follow-
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ing six 'P' statements: (See Table 61 ) 11 to teach pupils hm.,r to 
get on \-Ti th different kinds of people"; "to teach pupils how to 
behave in different si tuationstt; "to teach pupils ho\v to express 
themselves clearly"; "to teach ·pupils the difference bet,veen right 
and wrong"; "to help each pupil to develop his or her personality11 ; 
"to prepare pupils for standing on their own feet in the world." 
As has been discussed in the course of this section, the 
extent to which school meets the objectives of either group of 
respondents is open to serious doubt. If large numbers of pupils 
see the "purpose of school" in primarily job-related terms, then the 
drastic decline in employment opportunities for school-leavers that 
has occured in the last 3 years must inevitably have led to increas-
ing alienation from school on the part of many young peo~le; 
school must now appear pointless to them. Clearly, this suggestion 
has far-reaching implications for discipline, truancy, pupil 
motivation and curriculum design. 
Similarly it is dubious vlhether school actually provides 
any guidance or instruction in some of the areas of personal 
development v1hich the student-teachers regarded as so important. 
Pupils' personalities may well develop in the course of their years 
at school; it would be strange if they did not. They may also learn 
to 11 get on" '.<ri th other people, but both of these areas of develop-
ment are likely to occur almost incidentally as a result of mixing 
with others as a member of the school commUnity. They would 
presumably also occur if children went to work (for example) from 
the age of 12; or in fact no matter what activity occupied the young 
person for this period of his or her life. Finally, serious doubt 
has already been cast in this section on the notion that life at 
school prepares pupils to "stand on their own feet in the world." 
Certain skills which are acquired at school (such as reading and 
writing) clearly assist pupils to become independent, and indeed are 
probably essential for an ind.ependent life. However, whilst school 
regimes differ widely, it is reasonable to suggest that in general 
secondary schools do not encourage independent thought and action. 
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SECTION 5. 
Student-Teachers' Views of Pupils' Opinions 
On The "Characteristics of A Good-Teacher". 
-The final page of the questionnaire which was to be 
completed by student-teachers only, presented respondents with 
twelve "purpose of school 11 statements and twelve 11 good teacher" 
statements. The students were asked to select the four statements 
from each section that they felt a cross-section of comprehensive 
school pupils would choose as being most important. They were then 
asked to rank these two sets of statements from 1 - 4 as they felt 
pupils would. 
The aim of this section \vas two-fold; firstly it 1vould 
provide an indication of whether student-teachers actually realised 
what pupil opinion on the two topics was, (by comparing students' 
answers to this page with the pupil results discussed earlier); and 
secondly it would show whether or not students believed that pupils 
held ideas similar .to their own. (This \<rould be especially interest-
ing for the "purpose of school" section, since, as has been 
discussed, the two groups held quite sharply differing views about 
the school's function). 
The following tables indicate the order of importance 
in which students believed that pupils would choose the statements 
(as measured by the number of times each of the 12 statements was 
included by students in their estimate of pupils' top four choices); 
also the order of importance in which the statements were placed by 
pupils and students themselves (as measured by their rate of 
inclusion in pupils' and students' own "top six" choices). Note that 
the percentages for the first table are not comparable with those 
for the other two tables, since the first table is bas~d on a 
selection ratio of 1 : 3 (4 statements to be ranked out of 12) 
whilst the other two tables have a ratio of 1 : 8 (6 statements 
to be ranked out of 48). Thus percentage figures are higher for the 
first table. Percentages are included, however, to indicate the 
relative level of support for each item, but percentages from the 
first table should not be compared to those for the two tables vrhich 
follow. The above remarks apply also to the three similar tables 
referring to students' estimates of pupils' opinions regarding 
the "purpose of school". 
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TABLE 67 
Stat. 
No. 
16. 
1 • 
53. 
11 • 
17. 
37. 
67. 
14 .l) 
23. 
55. 
61 • 
Number of Times Each of The 12 11 Good Teacher" Statements 
Was Included ]y Students In.Their 4 
Estimates of Top Pupil Choices. 
Definition: "A Good Teacher ••• " 
Gives lessons that are interesting. (T) 
Can keep control of the class. (C) 
Has a good sense of humour. (P) 
Is fair and consistent about 
punishment. (C) 
Can explain things clearly. (T) 
Sometimes lets pupils choose the 
work. (T) 
Tries to get to know pupils 
personally. (P) 
Is not sarcastic. (P) 
Makes pupils work hard. (T) 
Helps pupils who are slovT at their 
work. (T) 
Is patient. (P) 
Isn't nervous or easily 
flustered. (P) 
Chosen ]y % 
of Students. 
75.619{ 
62.81 
59.15 
58.54 
54.27 
21 -34 
15.85 
12.80) 
l 
12.80) 
(NB. All 12 statements were included in the top 4 estimates by 
at least 5 students). 
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TABLE 68 
ORDER IN WHICH PUPILS ACTUALLY CHOSE THESE TWELVE 
STATEMENTS FOR THEIR OWN "TOP SIX". 
Stat. 
No. 
17. 
Definition.: 11 A Good Teacher ••• " 
Can explain things clearly. (T) 
23. Helps pupils who are slow at their 
work. (T) 
11. Is fair and consistent about 
punishment. (c) 
1. Can keep control of the class. (c) 
16. l 
53. 
55. 
67. 
Gives lessons that are interesting. (T) 
Has a good sense of humour. (P) 
Is patient. (P) 
Is not sarcastic. (P) 
61. Isn't nervous or easily 
flustered. (P) 
Tries to get to know pupils 
personally. (P) 
14. Makes pupils work hard. (T) 
37. Sometimes lets pupils choose the 
work. (T) 
Chosen By % 
of Pupils •. 
42.28% 
33.95 
21 .91 
20.68 
18.83 
18.83 
16.98 
8.64 
7.41 
7.10 
6.17 
2.47 
) 
) 
) 
517 
TABLE 69 
Stat. 
No. 
17. 
16. 
11 • 
1 • 
53. 
63. 
23. 
55-
14. 
61 • 
37. 
ORDER IN \'I'HICH STUDENT-TEACHERS ACTUALLY CHOSE 
THESE 12 STATE.'MENTS FOR THEIR OVJN TOP 6. 
Definition: "A Good Teacher ••• 11 
Can explain things clearly. (T) 
Gives lessons that are 
interesting. (T) 
Is fair and consistent about 
punishment. (c) 
Can keep control of the class. (c) 
Has a good sense of humour. (P) 
Tries to get to know pupils 
personally. (P) 
Helps pupils who are slow at their 
work. (T) 
Is patient. (P) 
Makes pupils work hard. (T) 
Isn't nervous or easily flustered. (P) 
Sometimes lets pupils choose the 
work. (T) 
Is not sarcastic. (P) 
Chos.en By % 
of Students. 
58.54% 
45.73 
44.51 
35.98 
18.90 
18.29 
16.46 
12.80 
1 o. 37 
9.76 
1.83 
1 .22 
A comparison of the table of students• estimates of 
pupil opinions with the table of actual opinions expressed by pupils, 
shows that student-teachers greatly underestimated the importance 
that pupils attached to clarity of explanation and hel~ for pu~ils 
who are slow at their work, the two statements from this group of 
twelve that pupils included most frequently in their top six 
choices. Both statements were related to the area of teaching 
methods. They also underestimated the extent to which pupils value 
patience in a teacher, and teachers who are not nervous or easily 
flustered. 
Conversely, students greatly overestimated the import-
ance that pupils attach to interesting lessons and the extent to 
which pupils want teachers to·allow them to choose the work. There 
was also a tendency for students to exaggerate the importance that 
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pupils place on the teacher trying to get to know pupils personally. 
Spearman's rho, the application of which to two rank 
orders has been discussed in the section of this thesis dealing with 
the reliability of the questionnaire, (seep. 394 ), may be used to 
assess the degree of correlation between the two lists. However, 
as has previously been discussed, the statistic assumes equal 
intervals between ranks (something which is clearly not the case in 
these tables), whilst a "rank" has to be somewhat artificially 
allocated to the statements according to the number of times that 
they were selected for the "top four" or "top six" choices. 
Nevertheless, Spearman's rho can be used to give a 
general indication of the correspondence between the importance 
which pupils and student-teachers actually attach to statements 
referring to teachers' behaviour, and student-teachers' estimates 
of pupil opinion. The statistic involves summing the squares of the 
differences in rank position of each statement in the two tables. 
In a comparison of pupils' opinions with students' estimates of 
pupil opinions, this figure is 185.5· Spearman's formula is: 
rho = 1 ( (6 D2} ) 
~ N(N2 _ 1 ) ) ) 
where N = 12, the number of statements in each list. Thus: 
rho = 1 ( (6 X 185.5) ) ( 1716 ) 
= 1 0.6486 
= 0.3514. 
Ferguson's "t" may be used as before to calculate the 
statistical significance of this result. The formula is: 
t = rho / N - 2 2 1 - rho 
which in this case gives a result of 1.1869, with 10 d.f., which is 
not significant. Thus there was no statistically significant level 
of correlation between student-teachers' estimates of the level of 
importance which pupils would attach to these 12 statements and the 
degree of importance which pupils actually did attribute to them. 
If the order of students• own "top six" choices is 
compared in·this way to their estimates of pupils' most popular 
choices, however, the sum of the squared rank differences is only 
90. Thus Spearman's formula reads: 
1 ( 6 X 20 ~ ( 1716 
= 1 ~ 540 ~ 1716 
= 1 o. 3147 
= 0.6853 
Ferguson's II til is then calculated: 
t = 0.6853 10 
1 
- (0.68532) 
= 0.6853 X 4.3421 
= 2.9756 
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This value of t is significant at the 0.05 level. Thus, interestingly, 
there is a statistically significant correlation between students• 
own opinion of the most important characteristics of a good teacher 
and those opinions which they attribute to pupils, but not between 
pupils' real opinions and those attributed to them by student-teachers. 
This is an important finding, since it suggests that student-
teachers are not completely aware of pupil opinion in this area. 
Even more interesting is the fact that as far as these twelve 
statements were concerned, there is a correlation of high statist-
ical significance between pupils' actual choices and student-
teachers' choices, since the sum of the squared rank differences for 
the pupil and student groups was anly 84.5 , the lowest total of the 
-
three possible pairs of ranks. Thus Spearman's formula is completed: 
= 1 ( 6 X 84.5 ~ ( 1716 
. -· -· ·--·--. 
1 ( 507 ~ ( 1716 = 
= 1 0.2955 
= 0.7045 
Ferguson's ''t" can be calculated: 
/ t = 0.7045 10 1 (0.70452) 
= 0.7045 / 19.85 
= 3.139 
This value of Ferguson's "t" is significant at the 0.01 level. Thus, 
although the opinions of the two groups (on these areas of teacher 
behaviour) do closely coincide, student-teachers do not seem to be 
aware of this fact, and their apparent misinterpretation of pupil 
opinion might be expected to have repercussions for their future 
classroom behaviour. It may seem from the preceding tables that the 
five statements out of the given twelve which students themselves 
selected most frequently were also those which they believed that 
pupils would rate most highly. They were correct with the exception 
of underestimating the importance that pupils would attach to 
"helping pupils who are slow at their work". (Interestingly the 
student-teachers themselves valued this teacher characteristic more 
. ----
than they considered pupils would; in fact pupils believed this to 
be very important). Similarly, the students, who in fact attached 
approximately the same weight as pupils to the teacher's patience, 
underestimated the value that pupils would place on this character-
istic. 
The two groups both gave similar low importance to the 
statement 11 sometimes lets pupils choose the work", but students 
believed that pupils would attach much more importance to this 
characteristic that was in fact the case. Similarly, whilst both 
groups gave the teacher characteristic "isn't nervous or easily 
flustered 11 fairly low importance, student-teachers wrongly believed 
that pupils would rank this characteristic lowest of all. 
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TABLE 'J..Q__ 
NUNBER of TH1ES EACH of T'".dE 12 "PURPOSE of SCHOOL" 
S'rATEME.NTS \·lAS INCLUi)ED BY STDDENTS IN THEIR 
4 ESTIMATES of TOP PUPIL CHOICES.·· 
Stat. 
No. Definition: "The Purpose of School Is ••• " 
4. To help pupils pass exams and get 
qualifications. 
32. To teach pupils to read, ·write and count. 
8. To help pupils get a well-paid job. 
7. To help pupils get a job that they will 
like. 
21. To teach pupils lots of different subjects. 
45. To help pupils find out what things they're 
good at. 
5. To teach pupils subjects that can be used 
directly in a job. 
42. To develop pupils' intelligence. 
46. To prepare pupils for standing on their 
own feet in the world. 
41. To help each pupil to develop his or her 
personality. 
37. To teach pupils how to behave in different 
situations. 
36. To teach pupils how to get on with 
different kinds of people. 
Chosen By 
%of 
Students. 
81 • 71 ~l 
70.73 
39.02 
38.42 
36.59 
35-98 
27.44 
25.61 
23.78 
6.10 
4.88 
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TABLE 71 
Stat. 
No. 
4. 
46. 
42. 
32. 
8. 
?.~ 
5-l 
45. 
41. 
21. 
36. 
37. 
ORDER IN WHICH PUPILS ACTUALLY CHOSE THESE TWELVE 
STATEMENTS FOR THEIR OWN "TOP FOUR" • 
Definition: "The Purpose of School Is ••• " 
To help pupils pass exams and get 
qualifications. 
To prepare pupils for standing on their 
own feet in the world. 
To develop pupils' intelligence. 
To teach pupils to read, write and count. 
To help pupils get a well-paid job. 
To help pupils get a job that they will 
like. 
To teach pupils subjects that can be used 
directly in a job. 
To help pupils find out what things they're 
good at. 
To help each pupil to develop his or her 
personality. 
To teach pupils lots of different subjects. 
To teach pupils how to get on with different 
kinds of people. 
To teach pupils how to behave in different 
situations. 
Chosen By 
%of 
Students. 
57.45% 
42.23 
41.92 
36.33 
22.67 
22.04l) 
22.04 
19.56 
523 
TABLE 72 · 
STAT. 
No. 
41. 
46. 
42. 
32. 
45. 
36. 
4. 
37. 
7. 
5. 
8.) 
) 
21 • ) 
) 
ORDER IN \<!HICH STUDENTS ACTUALLY CHOSE THESE TWELVE 
STATEMENTS IN THEIR OWN "TOP FOUR". 
Chosen By 
%of 
Definition: "The Purpose of School Is ••• " Students. 
To help each pupil to develop his or her 
personality. 64.15% 
To prepare pupils for standing on their 
own feet in the world. 59:75 
To develop pupils' intelligence. 41.51 
To teach pupils to read, write and count. 40.88 
To help pupils find out what things they're 
good at. 27.67 
To teach pupils how to get on with 
different kinds of people. 20.75 
To help pupils pass exams and get 
qualifications. 15.10 
To teach pupils how to behave in 
different situations. 12.58 
To help pupils get a job that they 
will like. 8.18 
To teach pupils subjects that can be used 
directly in a job. 6.29 
To help pupils get a well-paid job. 
To teach pupils lots of different 
subjects. 
0 
0 
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The student-teachers fared better at estimating pupils' 
opinions on the "purpose of school". The sum of the squared 
differences in rank position for each statement (calculated by the 
number of times each statement was placed in the "top four" choices), 
between pupils' actual choices and student-teachers' estimates of 
them totalled 120.5. Spearman's formula is completed: 
rho = 
= 
= 
1 
1 
(6 X 120.5) 
1716 
0.4213 
0.5787 
Ferguson's "t" is applied as a test of statistical significance: 
t 
= 
0.5787J 
2.2439 
10 
which is significant at the 0.05 level with 10 d.f. Thus student-
teachers were significantly more accurate in assessing pupils' 
opinions on the "purpose of school" than they were on the 
"characteristics of a good teacher"; this is an interesting result 
since as has already been discussed, there was in fact a much 
wider divergence between students' and pupils' own views on the 
"purpose of school" than there was between their opinions on 
teacher characteristics. There was no significant correlation 
between pupils' and students• own views on the relative importance 
of these 12 statements, and there was also no significant correl-
ation between students' own views and those which they attributed 
to pupils on their relative importance. 
A comparison of the first two of the above tables 
indicates that student-teachers correctly identified the great 
emphasis which pupils placed on the role of the school in helping 
them to pass exams and obtain qualifications; this is an interesting 
finding, since the students themselves did not attach nearly as 
much importance to this function of school. The student-teachers, 
despite their own opinions on the unimportance of job-related 
525 
functions in fact realised that pupils would place the greatest 
stress on the functional aims of the school: helping pupils to 
obtain a well-paid and enjoyable job, teaching job-related skills, 
and teaching pupils to read, write and count~ _T_hey also correctly 
assessed that pupils would attach relatively little importance to 
several of the areas of personal development which the student-
teachers themselves valued highly, or very highly, such as helping 
pupils to develop their personalities, helping them to find out what 
things they're good at, teaching pupils how to get on vlith other 
kinds of people and hO\v to behave in different situations. 
However, and importantly, the students failed to realise 
that pupils would rank two particular areas of personal develoument 
very highly indeed; these two areas referred to the school's role 
in preparing pupils for standing on their own feet in the world, and 
in developing pupils' intelligence. The student-teachers assumed 
that pupils would group these statements together with the others 
that referred to personal development, but in fact, pupils ranked 
these statements in their "top four" most frequently, placing them 
behind only the statement referring to exam passes. The only other 
major error on the students' part in assessing pupils' likely 
responses was to greatly overestimate the importance that pupils 
would attach to the school's function in teaching "lots of different 
subjects 11 • In fact, both students and pupils placed little emphasis 
on this role of the school. 
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